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ABSTRACT 
There is a belief commonly held by those academics employed in higher education that 
in order to be a good teacher it is necessary to be an active researcher. Even though 
the belief is held very strongly, there have been few UK studies that have tested its 
validity. 
This is one the few British studies to examine the belief in any depth, and the first one 
that relates to the discipline of accounting. 
An extensive literature search into the belief was conducted and throroughly reviewed. 
Various research methods and techniques were then considered before a case study 
research method was chosen to examine the belief These were undertaken in five 
university accounting departments. Semi-structured inter-views were conducted with 
those staff teaching on the final year of undergraduate accounting degree courses, and 
repertory grid sessions were held with selected groups of students. Some background 
information was also obtained by consulting institutional documentary sources. 
The staff and student interviews were analysed using data reduction and content 
analysis techniques. 
The results indicate that students did not observe any great distinction between good 
accounting teachers and good teachers of other subjects. The academic staff and the 
students were also in broad agreement about the main characteristics of good teaching, 
although there were some differences in the importance each group placed on them. 
The overall conclusion reached was that while research may help to enhance teaching 
performance, there is no one characteristic that is unique to an active involvement in 
research. 
The study concludes by hypothesising that good teachers have enquiring minds, and 
that it is this characteristic that drives them to doing research. Hence it is not the 
research itself that makes them good teachers, but the fact that they have doubts and 
questions about the material used in their teaching. 
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CHAPTERI 
INTRODUCTION 
LOBACKGROUND 
There is a belief in higher education that in order to be a good teacher it is necessary to 
be engaged in research. As Moore (1984) put it at the time that he was Principal Elect 
of the London Business School- 
Belief in the indivisibility of teaching and research in higher education is held by 
most academics (p. 611). 
Kogan (1994) went even further in asserting the relationship: 4 
It is UNTHfNKABLE [emphasis added] that in the final year of any honours 
course worthy of its name able students will not be informed by the research style 
and quest, acquired either from research or scholarship (p. 63). 
However, not every academic necessary supports the belief, and Ball (1993). has even 
questioned the importance of some forms of research: 
Research is highly valued in the modern world, like miracles in the medieval 
church. It is an unquestioned good. And the research paradigm of science, 
technology and medicine is progressively extended, transferred or adapted to I= 
social studies, business, education, culture and the arts - but with diminishing 
returns. Everything is researched, except the value of research itself (p. 16). Z) 
Indeed, Williams (1993)) aragued that common sense and casual observation should 
have made it obvious to universities that- 
... the 
different relationship between teaching and research is vastly different 
between subjects, and between different programmes of study (p. 4). 
Notwithstanding such reservations, the belief does appear to be quite widely held, 
although it has rarely been subject to any form of rigorous testing. This study is one of 
the first major investigations in the United Kingdom to make such an attempt. It does 
so by examining whether the belief might be true of accounting, a discipline that has 
only been introduced on any scale into most British universities during the last 25 
years. 
This chapter is divided into four rnain sections. Section 1.1 explains my own personal 
involvement in what has now become a highly topical issue. Section 1.2 outlines why 
the study is important. Section 1.3 reviews the structure of the thesis, and Section 1.4 
provides a brief overview of the chapter. 
1.1 A PERSONAL INTEREST 
I first became interested in the relationship between research and teaching about five 
years ago, when it was indicated to me that it was impossible to be a good teacher 
unless one was an active researcher. This came about when my department's 
application to mount an honours' accounting degree was rejected by the academic 
standards' committee at my own polytechnic (now university). The main reason given 
for not approving the degree was that those staff likely to be teaching on it were not 
sufficiently involved in research. When I enquired what relevance research had to an 
accounting degree, I was informed that, INTER ALIA, it was necessary in order 'to 
keep up to date'. 
This was a puzzling notion for lecturers in an accounting department such as the one in 
which I worked. The staff thought that 'keeping up to date' meant having a thorough 
understanding of the frequent changes made to various statutory and professional 
requirements, and then being able to apply them to a whole series of practical 
problems, Most of my colleagues had little interest in 'academic' accounting research, 
and they were doubtful that it was relevant for such a practical subject as accounting. 
This was not, however, the way that it was seen by the senior academics in the 
polytechnic or by colleagues in other departments. When I expressed my own doubts, 
my scepticism was regarded as being typical of the unscholarly approach and philistine 
attitude that was expected of 'professional' accountants. 
However, I began to wonder whether my non-accounting colleagues were perhaps 
right about the impact that research could have on teaching, and when I began to read 
the literature on the subject I found that although there was a strong belief in the 
relationship (irrespective of the discipline), no one had produced any evidence that 
could substantiate it. This worried me, because I did not know how my department 
could become much more research oriented without appointing more staff, as the 
lecturers then in post were already fully stretched with high teaching hours and related 
administrative loads. I thought that some reduction in class contact hours might be 
possible by rationalising classes and by adopting new teaching methods eg, by 
increasing tutorial group sizes and by introducing computer assisted learning on a 
much greater scale, but otherwise there was little scope for significant savings. 
Assuming that such savings could not be made, I found it difficult to see how it would I It) be possible to do anything else other than by employing more staff. In the 
financial 
climate of that time (as of now), it appeared highly unlikely that the polytechnic would 
sanction such an option. However, I also wanted to be certain that the 
department 
needed to become more involved in research in order to improve 
its teaching before a 
campaign for more staff was launched. 
2 
It has been fascinating for me to observe, therefore, that during the intervening five 
years there has been a much greater general interest taken in university circles about 
the relationship between research and teaching. The financial impact of obtaining a 
high research rating, for example, has made all universities fully aware of the need to 
improve the amount and quality of their research (HEFC et al, 1994). Similarly, the 
recent introduction of teaching quality assessment exercises has meant universities 
have also had to examine very carefully the learning environment that they provide for 
their students (SHEFC, 1993a; HEFC, 1994; HEFCW, 1994). 
As a result of these various research and teaching exercises, some attempts are now 
being made to link them. Indeed, there are some early indications that the highly rated 
research departments have also obtained 'excellent' teaching ratings (TBES, 1995: p. 
iv). The data show, for example, that out of 395 higher education departments in 
England covering eight subject areas, 60% of departments who obtained an 'excellent' 
teaching grade, also achieved a research rating of 4 or 5. By contrast, 42% of 
departments who obtained a 'satisfactory' teaching grading gained a research rating of 
I or 2, and only 14% of them obtained a research rating of 4 or 5. Further details of 
these results may be found in Appendix 1.1. 
It is not surprising to find that such data are being used to support the belief about 
research and teaching (Court, 1995). However, this linkage is questionable, because 
some of the factors that are taken into account in assessing the quality of teaching are 
resource based (Alderman, 1994), and they do not necessarily relate directly to the 
teaching performance of individual lecturers. In England and Northern Ireland, for 
example, such factors include library, equipment, and information technology 
provision, as well as teaching and social accommodation (HEFC, 1994: p. 25). 
Similar procedures also apply in Scotland (SHEFC, 1994), and in Wales (HEFCW, 
1994). Hence great case must be taken in interpreting the results of these teaching 
assessment exercises, and it is not possible to determine from them whether active 
research is necessarily an essential ingredient in good teaching. 
Notwithstanding the criticisms that can be levied at both the research and teaching 
exercises,, the developments that are taking place are very exciting, and there now 
appears to be a general willingness to examine much more closely the quality of 4 
education that underaraduates receive. 41-1) 
1.2 IMPORTANCE OF THE STUDY 
The study is important to me personally because I am anxious to know whether it is 
possible to be a good accounting teacher without necessarily being involved in 
research. I am one of the few lecturers in my present department who is involved in 
research. I became interested early on in my teaching career because I realised that 
much of what I was required to teach to students was unsatisfactory. Although a great 
deal was based on legal and professional requirements, much of it depended upon a 
whole series of questionable assumptions, and it was doubtful that the information 
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provided was particularly useful in decision-making eg, in assessing company 
performance, or in calculating product costs. 
It has to be accepted, however, that both staff and students like this form of teaching 
material, since there appears to be 'right' and 'wrong' answers to specific questions. 
Unfortunately, if accountants are trained in this way, it is then much more difficult for 
them to cope with practical problems that do not have right and wrong answers. 
Hence students need to be taught to think (Allison, 1994), so that they can deal with 
new and unusual issues. 
This latter point indicates why this study is important. The nature of research in any 
subject is such that traditional methods and techniques are subject to a critical 
examination, and if they are found to be wanting, then better ways are sought to deal 
with them. Thus it can be postulated that lecturers who are engaged in research are 
more likely to require students to adopt a questioning approach. This should mean 
that the students are then probably much more capable of dealing with new and 
unusual situations that may arise during their subsequent professional careers. 
Assuming that this questioning approach is a characteristic of the researcher-teacher, 
then perhaps all accounting lecturers should be encouraged (or even required) to do 
some research. However, it may be possible for non-researchers to adopt a 
questioning approach in their teaching, and it may not be necessary, therefore, for them 
to do some research. 
It follows that irrespective of the findings, this study has some considerable Z-: ý 
importance. Its potential impact may be summarised as follows: 
OUTCOME A: research is a vital ingredient of good teaching. 
All (or m6st) lecturers would be required to undertake research. As a result, 
either more of them would need to be employed, or existing teaching 
commitments would need to be rationalised, and administrative duties made less 
demanding. 
OUTCOME B: research is not a vital ingredient of good teaching. 
Lecturers would not be required to do research. Thus their class contact hours 
and administrative duties could be increased (thereby enabling fewer of them to be 
employed), or alternatively research might still be encouraged as a legitimate 
function of a university. This outcome would also add to the debate about 
whether all universities or all university departments should engage in both 
research and teaching activities, or whether there is a place for separate research 
and teaching institutions (see, for example, DES, 1985: p. 20; Elton, 1986: p. 
18 1; UGC, 1988a: p. 3 1; Ball, 1993, p. 16). 
OUTCOME C: other activities are a vital ingredient of good teaching. 
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Accounting lecturers tend to be involved in a great many other activities besides 
research and teaching, especially if they hold a professional accounting 
qualification. Thus they may engage in practice or consultancy work, act as 
examiners, assessors, markers and committee/working party members for the 
various professional accountancy bodies. They may also write articles and text 
books based on current practice instead of being research-based. It is possible 
that these types of activities are more relevant than research in ensuring that good 
accounting teaching takes place. If this were to be the case, then accounting 
lecturers would be encouraged to become more involved in professional 
accounting work rather than in research. 
1.3 THE STRUCTURE OF THE THESIS 
In this chapter a number of references have already been made to the belief relating to 
the relationship between research and teaching. The remaining 14 chapters explore 
and examine the belief in more detail, and in different ways. Chapter 2 provides some 
additional evidence of the support given to the belief by a wide range of professional 
bodies, institutions, and individuals. Chapter 3 traces the development of the belief, 
and an assessment is made of why it has come to be so widely accepted by those 
involved in higher education. The strength of the belief is perhaps all the more 
surprising considering that there have been few attempts to substantiate it, so Chapter 
4 reviews those studies that have been undertaken. However, since there have not 
very many investigations in Britain, the chapter concentrates on American sources. 
Most of the American studies attempt to correlate 'teaching effectiveness' (usually 
measured by student ratings), with 'research productivity' (normally measured by 
number of publications)- see, for example, Centra (1979) and Finkelstein (1984). The 
results of such studies suggest that there is only a small positive correlation between 
teaching effectiveness and research productivity, and the consensus is that none of 
them has established a clear relationship (White 1986). 
Chapter 5, therefore, explores the possibility of conducting a British study into the 
relationship between ACCOUNTI-NG research and teaching. Various philosophical 
issues are considered before a decision is reached about the possible research methods 
and techniques that could produce some qualitative data. It is considered that this 
approach is more appropriate, because the subject is one that is essentially about 
people and their views. Thus the chapter considers an alternative to the American 
approach of attempting to correlate statistically (ie, through quantitative data), the 
perceptions that people have about research and teaching. Instead, a case study 
approach is considered more appropriate for a project of this nature, and a number of 
university accounting departments are selected for investigation . 
Chapter 6 explains 
how the case studies were operationalised and how the data were analysed. Before 
moving on to a detailed study of each case, Chapters 7 and 8 first give some 
background information about the history and nature of accounting research and 
teaching in higher education. Chapters 9 to 13 then deal in turn with each of the five 
case studies that were subsequently undertaken. 
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Chapter 14 assesses the data obtained from the case studies, and some conclusions are 
then drawn about the apparent relationship between accounting research and teaching. 
As a result of these conclusions, Chapter 15 reconsiders the evidence, and some 
suggestions are made for further research in this area. The study ends with an 
Epilogue containing some personal observations about the way that my own teaching 
has changed as a result of undertaking this study. 
1.4 OVERVIEW 
This project came about as a result of a wish to investigate the belief frequently 
postulated by academics in higher education that in order to be a good teacher it is 
necessary to be engaged in research. Although the belief is quite widely held, there is 
little evidence to support it, and few UK studies have ever investigated it in depth. 
The main aim of this study is to investigate to what extent the belief is true of 
accounting. 
It is important for three main reasons- 
1) Assuming that there is a unique relationship between accounting research and 
teaching, then a great deal more strength would be given to the argument that all 
lecturers should be engaged in some form of research. This could have 
considerable resource implications, unless course structures, teaching methods, 
and related administrative procedures could be rationalised. 
2) Assuming that there was no unique relationship, then the present research, 
teaching, administrative, and other related duties of accounting lecturers would 
need to be re-assessed. It may well be the case, for example, that an involvement 
in professional accountancy activities contributes more to teaching effectiveness 
than does research. Hence instead of senior academics expecting all accounting 
lecturers to become researchers, they might be advised to become much more 
active in their respective accountancy bodies, undertake practice work, become 
involved in consultancy, write text books, or contribute to professional 
accountancy journals. 
3) Irrespective of the results, greater weight would be given to the debate about 
whether all accounting departments need to be engaged in research, and this 
would also contribute to the general debate about whether there should be 
separate research and teaching universities. 
The study now moves on to Chapter 2 in which more evidence is provided of the belief 
about the relationship between research and teaching. 
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CHAPTER 2 
EVIDENCE OF THE BELIEF 
2.0 INTRODUCTION 
The last chapter outlined the origins and objectives of this study, its importance, and an 
indication of how it was accomplished. As part of the investigatory process it would 
be helpful to establish that it really is widely believed that in order to be a good teacher 
it is necessary to be an active researcher. The main aim of this chapter is, therefore, to 
provide some evidence of the widespread existence of the belief in higher education. 
The material presented in the chapter is necessarily selective because of the 
considerable amount of evidence available. 
In order to make the contents more coherent and readable, the chapter is divided into 
seven main sections. Section 2.1 reviews the demands that have been made for an 
investigation of the belief Section 2.2. deals with governmental sources that have 
given some backing to it. Section 2.3 reviews the support provided by various 
professional associations and bodies, while Section 2.4 contains some views expressed 
by various individuals. Section 2.5 presents some overseas' evidence. Section 2.6 
examines the views of some commentators who question the belief Finally, Section 
2.7 summarises the views expressed in the chapter. 
2.1 THE APPEAL FOR EVIDENCE 
This chapter contains evidence from a wide range of bodies and individuals who have 
given some support to the idea that in order to be a good teacher it is necessary to be 
an active researcher. It would be misleading, however, if an impression were given 
that this idea goes completely unchallenged. Probably one of its severest critics in the 
United Kingdom has been Flood Page (1972). In a seminal article, he quoted a Dr W 
A Hamilton who had written to THE TIMES newspaper on 23 December 1968 in the 
following terms: 
Research, study, discussion are not the hobbies of university staff, they are the 
very foundations on which our teaching is built; without them we can churn out 
quantity, but never produce quality ... 
it is indeed a tragedy if this simple truth, 
which was appreciated almost a thousand years ago, no longer has any 
significance today (p. 103). 
Flood Page pointed out that if Dr Hamilton was referring to the universities of Western Z=) 4 Europe, then he was making a false claim, since research did not become a feature of 
these institutions until the present century. Flood Page made the point that such 
assertions were commonplace although that there was no evidence to support them. 
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He called for the evidence, but it would appear that he called in vain, because he 
returned to the theme some 1 -3 ) years after his original article: 
Since that time [ie, 1972] 1 have tried to keep an eye on the publications in this 
area, and I haven't noticed any great change in the findings. I have also, from time 
to time, tried to interest fellow academics in further study of the problem. One or 
two studies have even begun, but then been aborted at an early stage. It's the kind 
of enquiry that makes people feel threatened ... 
(Flood Page, 1985: p. 5). 
As will be seen in Chapter 4, the position has not changed very much since 1985 (at 
least in the United Kingdom). There are still only a small number of UK studies 
available, but yet the belief appears to be just as commonly held as when Flood Page 
wrote his article in 1972. Kingman (1993), for example, the Vice Chancellor of the 
University of Bristol, stated in a newspaper article that: 
... a major 
justification of the national research effort is the quality it adds to the 
learning experience of our students (p. 15). 
Flood Palge (1985) had little time for assertions such as this, and in his 1985 article he 
described what he did when he came across them: 
I sought for previous studies on the subject and also enquired of any likely source 
if they could provide me with any evidence, however slender - evidence, not 
merely anecdote or assertion. In particular, whenever I saw in THE TIMES or 
any similar reputable publication a letter asserting the connections I wrote to the 
author, told him (it never seemed to be a her) that I was trying to elucidate the 
relationship between the two activities and asked for the evidence on which his 
statement was based. The authors were mostly distinguished men in high 
positions in higher education, and the majority replied courteously and swiftly. 
Those who didn't reply presumably had no evidence to offer, and the sum total of 
evidence offered by those who did reply was precisely nil (p. 5). 
I tested Flood Page's method by writing to the then Principal and Vice Chancellor of a 
major British university following an article that he had contributed to a national 
newspaper about the linkage between teaching and research (McNicol, 1991a). The 
reply received was as follows: 
My comments on the association between teaching and research refer to a 'belief 
rather than something which is reasonably proved in social science terms. The 
background to rny personal belief is that for ten years I was head of a large 
department of medicine where we had a student feed-back on every teaching 
session. Accepting this as at least one indication of teaching quality, it was not 
too difficult to correlate with research productivity as measured in terms of 
prestige income and publications in reviewed journals (McNichol, 199 lb). 
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Individual academics are not alone in accepting the belief without being able to 
produce any evidence in support of it. As will be seen, the same point applies to a 
wide range of governmental and professional bodies. 
2.2 GOVERNMENTAL SOURCES 
2.2.1 Introduction 
This section provides some evidence of support for the belief from a number of 
governmental and quasi -governmental sources. The main sources covered are the Robbins' Committee, the University Grants Committee (UGC), the Council for 
National Academic Awards (CNAA), the Polytechnics and Colleges Funding Council 
(PCFC), and Her Majesty's Inspectors (HMI). 
2.2.2 The Robbins' Committee 
Lord Robbins' Committee (Committee On Higher Education, 1963) was a major investigation into higher education in the United Kingdom (Moser, 1988). The 
Committee produced a whole series of reports and recommendations, but of particular 
relevance to this study was what it had to say about separate research and teaching 
universities: 
We are in total disagreement with the extreme view that would remove research 
altogether from the universities and concentrate it in research institutesil leaving 
the universities to devote themselves wholly to teaching and we are confident that 
the experience of the world is against such a separation (p. 18 1). 
The Committee then went on to argue that: 
There is no borderline between teaching and research- they are complementary 
and overlapping activities. A teacher who is advancing his general knowledge of 
his subject is both improving himself as a teacher and laying down foundations for Z) his research. The researcher often finds that his personal work provides him with 
fresh and apt illustration (sic) which helps him to set a subject in a new light when 
he turns to prepare a lecture (p. 182). 
The Robbins' Committee Report was highly influential. It led to the setting up of a 
number of new universities and the expansion of existing ones. It would be surprising, 
therefore, if the strong support that it gave to the inter-relationship between research 
and teaching was also not influential, and that a careful note would not be made of its 
views by those bodies and those individuals that had an interest in higher education. 
2.2.3 The University Grants Committee 
The UK Government has always preferred to deal with the university sector indirectly. 
Thus from 1919 until 1989 universities were funded through the UGC, from 1989 to 
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199-3) through the UFC, and since 1993 through separate funding councils for England 
and Northern Ireland, Scotland, and Wales (Great Britain, 1992a; 1992b). 
Throughout its entire existence the UGC consistently argued for the unity of teaching 
and research. For example, in its first report for 1919/20 it commented that: 
No Institution claiming University rank can rest content while it fails to provide 
opportunities for the advancement of knowledge, nor can junior teachers hope to 
rise in their profession or indeed carry out their teaching duties efficiently unless 
such opportunities are open to them (UGC, 1921: p. 7). 
This theme was referred to constantly in subsequent reports eg, in its report for the 
quinquenniel period 1929-30 to 19-) ) 4-35 (UGC, 1936): 
In our previous Report we pointed out that "teaching at the University level is not 
likely to possess or to retain the qualities of freshness and vitality unless it is given 
by teachers who are themselves engaged in original work in their subjects... " (p. 
42). 
It returned to the same theme after the Second World War. 
The importance of research as a university function is now so widely recognised 
that insistence on it in this Report would be otiose and might even seen 
platitudinous (UGC, 1948- p. 58). 
The same point was made in its next report: 
To state these two functions [ie, the undertaking of 'original work' and teaching] 
may appear to give one priority over the other, but they are so closely 
intermingled that any discussion of their relative importance is from our point of 
view barren (UGC, 195' ): p. 13). 
Five years later it stated that it regarded research and teaching as complementary and 
3), a point it made again in its report for the not conflicting activities (UGC, 1958: p. 4.3 
period 1957 to 1961 (UGC, 1964a: p. 55), and yet again in the following quinquennial 
report (UGC, 1968: p. 138). Thereafter, in its five yearly reports, the subject was 
rarely mentioned. In 1984, however, it did return to the theme in a report examining a 
strategy for higher education in the 1990's- C) 
... the close association of teaching and research gives a special strength and 
vitality to the universities. Able young people receive a unique stimulus from 
being taught by those engaged in extending the frontiers of their disciplines (UGC, 
1984- p. 16). 
Another four years later, this th-ne in a report on the way forward for university 
chemistry, its long held belief was stated much more tersely: 
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We regard teaching and research in universities as inseparable (UGC, 1988b: p. 29). 
Auer commenting on the need for up-to-date equipment and for cost 
A P- 
effectiveness the Report added: 
It is widely held that a strong research base provides the best environment for 
undergraduate instruction in general. To quote but one of many individual 
submissions 'creative research schools provide the best undergraduate teaching' (p. 
29). 
The UGC published another report in 1988, this time on accountancy teaching in 
universities (UGC, 1988a). It stated that: 
... 
it remained the UGC's policy to ensure that teachinýc:; and research in every 
academic discipline should be offered somewhere in the system (p. 1). 
It then went on to comment that: 
Whether due to recruitment and retention problems, or to the effects of high 
teaching loads, or for whatever reason, we are concerned that in many (but not I 
all) institutions the research output of accounting departments and groups is 
disappointing. In considering the need and scope for rationalisation we must 4 therefore have regard to the quality of research and the relationship between 
teaching and research (p. 25) 
The UGC also reported that it was concerned to discover that there was some pressure 
to form teaching-only units. It did not recommend such groups, and it made its views 
quite clear: 
There are reasons for doubting the quality of university teaching unsupported by 
scholarship or research (p. 3 1). 
It is clear that over its long history the UGC supported the view about the unity of 
research and teaching. It consistently argued that lecturers ought to be engaged in 
both research and teaching, and that the two functions were complementary. With 
such a powerful pressure group arguing the case , it 
is not surprising that there was a 
great deal of support for the belief in higher education. However, it is possible that the 
UGC was probably not just taking a lead on this issue, but also reflecting what was 
said to it by the full time staff in the various universities that its members visited. 
2.2.4 The Council For National Academic Awards 
During the 1960's and 1970's a number of new higher education institutions in 
England, Wales and Northern Ireland were created, mainly out of existing colleges of 
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commerce and technology, (Pratt and Burgess, 1974). These became known as 
polytechnics, and they were given the power to run their own degree courses, although 
the degrees themselves were validated and awarded by the CNNA. The Government's 
views about research and teaching in the polytechnics were made clear at the time of 
their inception- 
The main responsibilities of the Polytechnics will be as teaching institutions, but it 
will be necessary to make the (sic) provision for research which is essential to the 
proper fulfilment of their teaching functions of close links with industry, 
particularly local industry, so as to promote the rapid application of the results to 
its problems (quoted in Pratt and Burgess, 1974: p. 234). 
However, within about two years of the formation of the polytechnics, the then 
Secretary for Education sounded a warning note. 
Institutions that pursue research at the expense of teaching do so at their peril. 
But clearly teachers of advanced work need to undertake some research so that 
they can keep abreast of their own subjects (quoted in Pratt and Burgess, 1974, p. 
48). 
With the encouragement of the Government, therefore, the CNAA was able to put 
forward the following argument: 
... research activities should play a vital role 
in the life of all academic staff 
teaching courses validated by CNAA- that they invigorate and refresh the mind 
and help to sustain lively and authoritative teaching. While the primary purpose of 
research activities must, in the words of CNAA's Charter, be 'the advancement of 
knowledge and learning, the diflusion and extension of the arts, sciences and 
technologies', and while their value to society at large, to the community generally 
and to industry and commerce must be evident, Council expects them to be also of 
significant benefit to students and teachers alike. For lively research activities 
form essential parts of the environment within which the best processes of 
teaching and learning take place and in which the interaction of students and 
teachers leads to and aids the development of critical and enquiring minds 
(CNAA, 19 8 4: p. 8). 
In fact, unlike many other sources, the CNAA gave a definition of what it meant by 
'research', and this was somewhat broader than is often meant by the term (Carter, 
1980: pp. 93-96). CNAA's definition was as follows: 
Council interprets the term 'research' to cover a broad range of intellectual and 
scholarly activity, including the acquisition, dissemination and application of 
knowledge, skills and techniques. The main categories of work encompassed ... 
are fundamental and applied research, consultancy, professional practice, 
scholarship, creative work and related activities (CNAA, 1984: p. 8). 
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This is a fairly broad definition, and it enabled the polytechnic sector to promote 
degree courses without necessarily concentrating on research (ie, work of an original 
investigatory nature). 
2.2.5 The Polytechnics And Colleges Fund i ng. Councl I 
The Polytechnics and Colleges Funding Council (PCFC) was founded in 1989, when 
the polytechnics and certain colleges in England and Wales became autonomous bodies 
(Great Britain, 1988). The PCFC broadly adopted the CNAA's definition of research. 
In a report published in 1990 it highlighted eight key benefits that it believed research 
and scholarship gave to teaching (PCFC, 1990). These may be summarised as follows: 
Teachers who are active in research are more likely to be up to date on the 
current state of their subject, thus ensuring a relevant curriculum. 
2) Students who work in the same environment as staff and research students, gain 
from an interchange of information and ideas. Thus the presence of research I=) training programmes can enhance the intellectual life of a department, thereby 
enabling a lively teaching environment to thrive. 
3) Such an environment can enhance student interest5 affects the undergraduate 
experience intellectually and practically, and it can help to identify relevant 
projects. 
4) Industrial, commercial, professional and public links can establish relevance to the 
academic programme as projects and topics can then relate more closely to 
practice and experience in society generally. Z: ) 
5) Research links with industry can provide additional modern equipment and 
resources for use in research and in teaching. 
6) A research environment can contribute to the development of continuing 
education, access and short courses. 
Institutional accreditation and course validation is assisted since CNAA and 
professional bodies pay close attention to the research ethos of an institution. 
8) Her Majesty's Inspectors also pay close attention to research and training when 
assessing quality assurance. 
(pp. 15-16) 
Six of these eight benefits were hedged with qualifications such as 'more likely', 'can Z- 
gain', 'can enhance', 'can establish', 'can provide', 'can contribute', and only the 
last two 
(accreditation and course validation, and HMI reports) were unqualified. Nonetheless, 
the Committee concluded that. 
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... research in general and scholarship in particular is necessary to support 
teaching and maintain the quality of the learning environment (PCFC, 1990: p. 
22). 
The Committee argued that the weight of 'evidence' was impressive, coming as it did C) 
from a wide range of views, and it made NO qualification in asserting the following 
points (p. 22): 
Teachers who are active in research are kept up to date with their subject and this 
ensures a relevant academic curriculum. 
2) Project work is kept topical. 
3) Research enhances the intellectual life of a department and fosters a lively 
teaching environment. 
4) Active contacts with industry, commerce and the public sector give rise to 
courses that are relevant to employers' needs. 
5) Such contacts are also an important source of modern equipment and materials 
for use in teachina and research. 
The 'weight of evidence' referred to by the Committee was based on a survey carried 
out by Touche Ross Management Consultants in 1988/89 among all PCFC institutions. 
Touche Ross used a questionnaire to survey such institutions, and an 82% response 
rate was achieved. The survey was divided into three parts: 
1) one for the institution; 
2) one for each faculty (or the equivalent); and 
3) one for the individual researcher or research group. 
However, the survey was based in part on the respondents' feelings; for example, one 
question asked 'what are the benefits to the institution of research activityT, thereby 
implying that there were some benefits. Thus it was not surprising that two out of 
three institutional respondents FELT that the main benefit was that research improved 
undergraduate courses; that faculty members thought that it improved the relevance of 
course; and that faculty members REPORTED that some short courses had been 
developed from their research. 
The PCFC was only able to assert, therefore, that research improved the quality of 
teaching, although it was able to highlight some key benefits to the teaching function ZI 
of "research in general and scholarship in particular" (pp. 15-16). Thus as the report is 
based on the beliefs of the respondents, it merely confirms that the polytechnic sector 
(like its university counterpart) gave strong and widespread support to the view that 
research and teaching were closely inter-related. 
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2.2.6 Her Maiesty's Inspectors 
Strong support has been given to the idea of the indivisibility of research and teaching 
by HMI. HMI have reported frequently about the importance of research and teaching 
in the English polytechnics (HMI's remit did not stretch to Scotland or the universities5 
other than for education departments), and they were in no doubt about the importance 
of research: 
The presence of a lively research group, and of a generally high level of scholarly 
activity in a department is likely to be of significant benefit to students. There is 
evidence from higher education generally that those most actively interested in 
teaching are often those most active in research. Such teachers speak with 
authority about recent developments in their subject and keep the curriculum up- 
to-date (DES, 1989a: p. 9) 
A similar view was expressed by the Scottish Education Department (SED): 
We believe that in the central institutions [the equivalent of English polytechnics], 
as in the universities, research can improve teaching by enabling academic staff to 
keep up to date in their subjects and can strengthen their industrial links (SED, 
1985: p. 57). 
The Department of Education and Science (as it then was) made a number of 
references to research and teaching in a series of IIN11 reports, but these also tended to 
make assertions without providing any supporting evidence. Thus in a commentary on 
music and combined studies at the Bath College of Higher Education, the HMI's report 
read: 
The lecturers 
... show great 
interest in their subjects, through their work in 
creative mode and in research (DES, 1989b. p. 8). 
There was also a tendency to confuse the issue. In another report, for example, HMI 
linked research to consultancy: 
Students benefit from staff research and consultancy in a number of ways: for 
example, research students help with the supervision of laboratory classes, 
research projects generate ideas for the students' final-year projects and research 
and development work has helped in equipping the faculty for the benefit of 
students as well as post graduate research students (DES, 1989c: pp. 6-7). 1 
IIMI concluded its report by statiiia that'. 
Many teachers are active in research and consultancy and this provides staff 
development which successfully feeds back to the teaching process. Research has 
been particularly effective in areas where groups of staff have worked together 
(DES, 1989c: P. 12). 
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As a result of the argument advanced earlier in their report (pp. 6-7) HMI presumably 
felt able to justify this comment, but no actual evidence was presented. 
They continued to make similar remarks about other polytechnics, for example, in 
respect of science provision at Wolverhampton Polytechnic: 
Research has a beneficial influence on course development and provides useful 
topics for undergraduate projects (DES, 1990a-. p. 5). 
In a report on computing and mathematics HN41 (DES, 1990b) did give some reasons 
for believing that research had a beneficial effect on undergraduate teaching. Their 
reasons may be summarised as follows- 
1) It influences the content and relevance of the taught curricula. 
It contributes to practical work. 
It provides a stimulus for teachers by- 
(a) encouraging them to keep abreast of the latest developments in their subjects; 
(b) lending greater authority to their teaching-, 
(c) encouraging them to maintain links with industry, commerce, professional 4- bodies, and the wider national and international academic communities through 
reading, attendance at conferences, and travel. 
4) It contributes to the equipment base of the department as external research 
funding allows for the purchase of equipment that would not be possible to buy 4 by other means. 
It provides opportunities for undergraduate students to: 
(a) learn about research methods and techniques; 
(b) participate in research serninars and be excited by the developments occurring 
in the institution where they are studying; 
(c) observe the high level of motivation and commitment of postgraduate students 
and staff engaged in research, thereby increasing the undergraduate students' 
motivation and expectations. 
A similar report on science (DES, 1990c) also argued that the overall quality of higher 
education science provision depended primarily on- 
1) the quality of the teaching and of the learning that it sustained; and 
2) the efforts of teachers to keep themselves up to date through research and other 
scholarly activity and through their contacts with, and knowledge of, 
developments in the science-based employment sectors. 
16 
As indicated above, HMI sometimes linked research and consultancy. For example, in 
a report on construction (DES, 1990d), the benefits listed were almost identical to the 
ones reported for computing and mathematics (DES, 1990b). Similarly, a report on 
business and management studies (DES, 1990e) linked research, consultancy and staff 
development. It argued that the best practice occurred where these types of activities 
were systematically organised and evaluated and where their outcomes were reflected 
in curriculum development and the teaching process. 
HN41 were more assertive about the benefits that research gave to the teaching of 
engineering (DES, 1990f): 
The engineering curriculum in polytechnics has benefited from the knowledge and 
expertise gained by lectures through applied research (p. 27). 
Furthermore- 
Much good research is taking place in polytechnics and it has a significant I influence on teaching and curriculum development (p. 39). 
By contrast with these various reports on business and management, computing and 
mathematics, construction, engineerIng, and science a smilar report on the humanities 
and the social sciences (DES, 1991) made no mention of research, except indirectly 
when it commented that lectures were generally well prepared and scholarly. 
FM were, of course, extremely experienced at observing lecturers in front of a class, 
and in attempting to assess the quality of teaching and learning for all subjects in both 
polytechnics and colle ges. They appeared convinced of the value of research and of its 
favourable impact on teaching, although it is not always clear from their reports 
whether they believed that the apparent benefits came from a combination of research 
AND consultancy. 
While the experience of HN41 has to be taken into account, their reports presented the 
views of the Inspectorate, and they did not indicate any actual evidence of an essential 
link between research and teaching. Thus to argue that research can have a beneficial 
effect on teaching (eg, through curriculum development or through the provision of C 
additional equipment) is not the same as stating that good teaching cannot take place 
without an active involvement in research. 
2.3 PROFESSIONAL ASSOCIATIONS AND OTHER BODIES 
A number of professional associations and other bodies interested in education and 
training have giv 
' 
en support to the belief, and students have also been drawn into the 
argument. For example, in a Memorandum submitted to the Hale Committee on 
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University Teaching Methods (UGC, 1964b), the National Union of Students of 
England, Wales and Northern Ireland argued that: 
We further believe in the intrinsic value of lectures given by members of the 
University staff not necessarily on any specific part of the student's syllabus but on 
the research work or special field of study of the lecturer concerned. This would 
ensure that the lecturer would at least be dealing with a subject which interested 
him and about which he would feel enthusiastic: the student might well receive 
some of this enthusiasm and interest and both lecturer and student would be 
spared the tedium of the present lecture system where the lecturer is forced to talk 
about matters in which he has no basic interest and in many cases no special 
qualification. We feel that there would be sufficient returns in terms of stimulation 
of the student's mind to justify such lectures (p. 126). 
Thus the students appeared to be looking for lecturers who were interested in their 
subject, and who were enthusiastic about teaching it. 
In another submission to the Committee (UGC, 1964b), the Scottish Union of 
Students gave similar support- 
Both teaching and research are important activities of a University teacher. The 
University teacher ought simultaneously to teach and to be at the frontiers of 
knowledge, making an original contribution to knowledge. The two activities of 
teaching and research should fertilise one another. It is important too that the 
Universities should continue to do a considerable amount of disinterested 
research. However, this does not mean that all University staff should or need 
have a primary interest in research and a secondary interest, or indeed no interest, 
in teaching students. It must be remembered that Universities would not exist, on 
the present day scale anyway, were it not for the undergraduate student (p. 135). 
Some 30 years later, however, students were much less certain about the research- 
teaching nexus. According to a survey carried out by the Centre or Higher Education 
Studies (CHES), students did not, in fact, think that it was very important for teachers 
to make substantial use of their own research and scholarship in order to ensure that 
their teaching was effective. (CI-IES, 1993 1-p. 4). 
The driving force in support of the belief has tended to come from bodies associated 
with the sciences. For example, the Council for Scientific Policy (1971) argued that. 
The case for combining the ffinctions of teaching and research in the same person 
is strong. It is the main reason why both university teaching and research have 
proved successful and productive in the past. University teaching would suffer 
irreparable harm if research and research training took place separately, for it 
would then become routine, repetitive and out of date, lacking the urgency and 
feeling of growth that is the essence of research (p. 49). 
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These are strong words, but the theme has been very firmly supported by those bodies 
who represent the sciences. Physicists in particular are proponents of the research- 
teaching nexus. The Standing Conference Of University Professors of Physics (1975), CC for example, argued that: 
It has loncy been held that the purpose of a university is to extend, maintain and 
transmit knowledge, It is the duty of the senior members to do research and to 
teach; the one inspires the other and together these activities form their essential 
contribution to society. Especially is this true in physics, a subject where frontiers 
continue to advance rapidly. Unless a teacher engages professionally in his subject 
the knowledge he transmits becomes stale and obsolete. Likewise the stimulus, 
energy and initiative of students generate new ideas and enliven research (p. 4). 0 
This view was supported by the British Association For The Advancement of Science 
(1973) some two years later: 
In the polytechnics, as in universities, 
enlivened by original thought (para. 14). 1 
it is essential that teaching should be 
The Advisory Board For The Research Councils (1987) agreed: 
We believe that the maintenance of fundamental research is a prime function of a 
university, and that the national interest requires its preservation; we also believe 
that the quality of a university as teaching institution owes much to the vigour of 
its research (p. 27). 
The Institute of Physics (1988) concurred- 
The great majority of academic staff in university physics departments in the UK 
are active in research and few would not hold that teaching and research are 
mutually supportive activities, both of which are essential to the proper function of 
a university, and that with rare exceptions university teachers who cease to pursue 
original enquiry soon cease to stimulate their students intellectually (p. 7). 
There has also been some support for the belief expressed by engineers. For example, 
the Institution of Civil Engineers (1989) put forward the following proposition: 
Ideally, civil engineering departments should have staff with good teaching skills Z 
allied to relevant practical experience and a strong capability in research, related to 
real problems in the construction industry. Research experience of this nature is 
especially important to staff with a long term commitment to education as it 
encourages the introduction of projects which motivate students and in many 
cases leads to improved links with industry (p. 1). 
The views summarised above from various associations and bodies were often 
expressed in very strong terms, but none of them were able to present any evidence 
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that confirmed the very firm belief that they held. Contact was made with a number of 
other bodies, but many of them had not expressed a view on the belief The Royal 
Society Of Chemistry, for example, had not issued any publications or pronouncements 
about the link between good teaching and an active involvement in research. I was 
informed, however, that- 
... 
it is certainly part of the accepted wisdom in chemistry that such a link exists 
(Royal Society of Chemistry, 1993). 
The other bodies contacted represented the disciplines of biology, dentistry, medicine, 
and veterinary science (Association Of Veterinary Teachers and Research Workers, 
1993; British Dental Association, 1993; British Medical Association, 1993; Institute Of 
Biology, 1993 ), but all of them reported that they had not made any comment on the 
subj ect. 
2.4 INDIVIDUAL PRONOUNCEMENTS 
On fairly frequent occasions, individual academics have expressed support for the 
belief about research and teaching, and some evidence will be presented in this section. 
Noble and Carter argued in a report for the Committee of Vice-Chancellors and 
College Principals (CVCP, 1972) on the use of academic staff time that: 
... we are also confirmed in our 
belief that there can be no clear division between 
teaching and research activities. For example, background reading, to enable a 
lecturer to keep up to date with his subject, is very often undertaken without 
knowing whether it will ultimately contribute predominantly to teaching or 
research or to both equally. Similarly, time spent on general administration and 
committee work may contribute to both teaching and research - such as time spent 
on committees to appoint new members of staff who undertake both functions 
(CVCP, 1972- p. 6). 
This is a fairly cautious comment, but other writers have been much less so. Barnard 
(1974), the Dean of Pure and Applied Physics at the University of Salford was 
particularly dismissive of those lecturers who were not engaged in research, at least at 
the beginning of their careers. In a letter to UNIVERSITY RESEARCH he wrote: 
For it is during this period that they will most easily assimilate new knowledge, 
develop their critical faculties, resilience and self discipline; experience the 
frustrations of working endless hours on unproductive ideas as well as the elation 
of making some lasting advance, however modest, in their subject (p. 169). 41-D In 
He accepted that in the later part of their careers, university lecturers drew on their 
extensive research experience. They then spent a greater portion of their time 
supervising postgraduate students, teaching, and on administration, as well as on 
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communicating what he called "the correct" mental and critical attitudes to the next 
generation of scientists (p. 169). Presumably, what he meant by this was the passing 
on of the belief in the value of linking research and teaching ie, enculturation. He then 
finished his letter with some very stern words- 
Anyone entering normal university service with only teaching ambitions would be 
better elsewhere where pedestrian instruction only is required (p. 169). 
As was mentioned in the last section, physicists appear to be extremely strong 
supporters of the link between research and teaching, and Barnard was no exception. 
However, what he appeared to be suggesting was that irrespective of their discipline, 
those university lecturers who were not involved in research could not be good 
teachers. Barnard advanced a strong case for the importance of research, but like 
many commentators, as Flood Page argued (1985), he did not provide any evidence to ID 
support his assertion that an involvement in research was essential to ensure that 
teaching was not 'pedestrian'. 
Compared with Barnard's views, Clarke (1976) expressed himself very mildly. As the 
Director of the Robert Gordon's Institute of Technology, he wrote that: 
This Institute supports the long-held view that teaching at the highest levels is 
sustained and enriched by research and consultancy and that they are stimulated by 
the teaching of high-level courses (unpaged), 
Moore (1986), the then Principal of the London Business School, appeared to go 
along wholeheartedly with the belief 
It is generally accepted that the better staff are those who combine high-quality 
teaching skills with good research ... (p. 8 3). 
Similarly, the Vice Principal of the Dundee Institute of Technology commented in the 
Institute's 1988-89 Research Digest that: 
... the main reason 
for staff of the institute carrying out research is that, through 
this kind of applied scholarship, staff maintain their skills and expertise at the 
leading edge of their disciplines and are able to bear (sic) the knowledge and 
expertise gained in research to enhance the educational provision afforded to 
students (Emond, 1989: unpaged). 
Horlock (1991), a former Vice Chancellor of the Open University, agreed with these 
sentiments, 
if the quality of university teaching is to be high class, alive and exciting, then 
academic staff must be closely in touch with research and scholarship, with latest 
developments (sic) in their subjects (p. 78). 
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Horlock was unusual in that he did try to justify his views. He did so by using a 
number of what he called 'case studies', Unfortunately, the examples he used did not 
help to establish the link: all that they did was to illustrate how research findings MAY 
be used in teaching. 
Westergaard (1991), the Emeritus Professor of Sociology at the University of 
Sheffield, has been another academic who has argued strongly in support of the belief 
He contended that there was a CRUCIAL interdependence in the social sciences 
between research, scholarship and teaching. Stoddard (1991), the Chairman of the 
then Committee of Directors of Polytechnics and also Principal of Sheffield City 
Polytechnic, agreed. In a conference speech, he stated that: 
In our view it is essential that the link between teaching and scholarship is 
preserved and enhanced across the whole of the new higher education sector. ... 
support for scholarship to underpin teaching is a vital component of a high quality 
education system (pp. 12-13)). 
Stoddard used the term 'scholarship' which he defined as "the vital link between 
teaching and research" (p. 3). However, it is clear from his paper that he was also 
thinking about research, and that he would have liked to have seen lecturers in higher 
education combining research with teaching (p. 9). 
Professor Sir Eric Ash (1991) also appeared to support the belief 
Vitality in teaching at university level demands an enthusiasm for the subject 
which it is hard to retain for those who are not at the same time making individual 
contributions (p. 10). 
He argued, however, that there was a danger that this could imply that doing second 
rate research or even doing any research at all was sufficient to maintain teaching 
activity: 
All research, all scholarship has to be engaged with some passion - with just a 
touch of the killer instinct (p. 10). 
What he appeared to mean by this rather graphic description was that unless 
researchers were really excited by research, their results would be second rate. 
While the above comments and quotations are necessarily selective, there is no doubt 
that they are widely held. Some evidence for this was produced by Halsey (1992). His 
study showed that in 1989,90% of university lecturers and 86% of polytechnic 
lecturers strongly agreed or agreed with the idea that an active research interest was 
essential if a person was to be a good UNIVERSITY teacher. Similarly 57% of 
university lecturers and 73% of polytechnic lecturers strongly agreed or agreed that an 
active interest in research if a person was to be a good POLYTECHNIC lecturer (p. 
281). 
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2.5 OVERSEAS'VIEWS 
2.5.1 Introduction 
This chapter has concentrated so far on UK views about the relationship between 
research and teaching, but the belief is also quite widely held overseas. For example, 
the Organisation for Economic Co-operation and Development (OECD) reported that: 
Universities everywhere have tended to hold tenaciously to the view that teaching 
and research are inseparable (OECD, 1981 - p. 44). 
This section contains a number of examples of such views from other countries. 
2.5.2 The United States of America 
Abelson (1967) gave an American scientist's view of the belief about research and 
teaching: 
... an 
impression remains that good teaching and research are incompatible. This 
is an incorrect view. With science evolving rapidly, a major task for professors is 
to keep up to date with developments in their field. The full-time instructor who 
presents material that is out of date defrauds his students in at least three ways: He 
fails to render proper guidance with respect to subject material, he fails to set high 
standards of scholarship, and he fails to inspire enthusiasm for learning. To be a 
good teacher of science, a professor must be intellectually virile. He must be part 
of the creative enterprise. The most practical means of keeping current with new 
developments is to participate personally in research activity. The sharply 
developing nature of cold-eye peer evaluation induces research scientists to work 
hard at creative endeavour. As part of that effort they try to achieve awareness 
and understanding of new discoveries in their branch of science. Their students 
are beneficiaries (p. 759). 
A rather extraordinary view came from Deming (1972), the eminent management 
consultant. He argued that as long as lecturers had knowledge which had been gained 
from an involvement in research, then it did not matter if they were poor teachers: 
It seems to me that the prime requirement for a teacher is to possess some 
knowledge to teach. He who does no research possesses not (sic) knowledge and 
has nothina to teach (p. 47). 
He then justified this view by referring to the two worst teachers he had ever known. C) 
They both happened to be world experts in their field, so "people came from all over 
the world to hear them" (p. 47). While this may be true, lecturers in UK universities 
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would be extremely lucky to find that students these days would come to their lectures 
if they were poor communicators, even if they were international experts in their field. 
The views of accountants about the relationship between research and teaching are 
perhaps of more relevance to this study, and the extracts that follow give some 
interesting insights of American thinking on this subject. Beaver (1984), for example, 
accepted that it was an important, controversial, and frustrating topic (p. 37), but he 
did not think that there was any inherent conflict between research and teaching (p. 
38). Cooper (1985) was, however, a little more cautious: 
The increase in doctorates has probably had a beneficial effect on the accounting 
profession. While it can never be proven, the quality of teaching at most colleges 
is more consistent and better than when part-time, or master CPA's were 
instructors. (p. 12). 
Seiler and Pearson (1986) argued the need for research rather differently: 
When one is immersed in teaching, with relatively heavy teaching loads and very 
little time for research, teaching may tend to become a routine and less satisfying 
task (p. 73). 
This comment appears to be based on the view that unless lecturers are involved in 
research then teaching will become somewhat boring, What is not clear is why an 4C involvement in research (and not an involvement in other activities) may make teaching 
more interesting. I 
Benke and Hermanson (1987) had other reasons for supporting what they called 
'scholarly research', but they argued that research was important to teaching as a means 4tD 
of 
keeping the researcher mentally alert and informed so that he or she is a more 
effective teacher (p. 64). 
Dopuch (1989) had some very firm views: 
am a strong believer in the integration of accounting research and teaching. C) 
The main reason behind this belief is simply that I view accounting research as the 
primary means by which accounting instructors can enhance and update the 
content of their present courses; it can also spur them on to design new ones (p. 
4 
Kaplan (1989) also arQLied that Cý 
essors to 
... one of 
the prIncipal justifications for asking (or requiring) prof 
perform research is to increase the stock of knowledge we can pass on to the 
current and future generations (p. 129). 
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However, he also asserted that teaching benefited research, and he went on to state 
that in his experience, ideas for research came from teaching on new courses or 
teaching on existing courses that lie had not taught before. He contended that gaps in 
lecturers' conventional knowledge had been discovered by being forced to search for 
and master new material, and to prepare for classes based on this material (p. 13 1). 
Kinney (1989) agreed with Kaplan on this point: 
... there is often a link fi-om teaching to research, ... When you try to teach others 
what you "know", you often find that you really don't know it. Preparation of 
class materials to allow easy understanding of real world situations reveals gaps in 
our knowledge. A good proportion of my research ideas have arisen in just this 
way (p. 120). 
He maintained that in trying to understand accounting situations in the real world and 
how established practices affected behaviour, professors did not just teach rules, but 
the theories about the causes and effects of the rules (pp. 119-120). 
These are important points. However, this thesis is primarily concerned with exploring 
the relationship between research and teaching, and not between teaching and research, 
although this theme will be returned to later in Chapter 15. 
It is interesting to note that unlike their American counterparts, few (if any) British 
academic accountants have ever expressed any public views similar to the ones quoted 
above about the research-t each i ng nexus. Z: ) 
2.5.3) Other countries 
The belief about research and teaching has been strongly supported in other countries 0 besides the United States of America. In Australia, for example, the belief is so strong 
that it is now a formal requirement that ALL faculty teach and research (Moses, 
1990a; 1990b; 1994). As Moses Put It' 
The dominant ideology in universities ... 
is that in all disciplines teaching and 
research benefit each other (Moses, 1990b: p. 35 1). 
Marsh and Turpin (1992) also confirmed that the belief had wide acceptance in 
Australia. 
It would appear that the belief is also held in both Austria and Denmark. Wandel 
(1983), for example, the Rector of Aarhus University in Denmark, wrote very strongly 
in support of the belief In concluding his article he stated quite categorically that: 
Research definitely benefits teaching (p. 17). 
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He listed five main reasons foi- supporting this view, and they may be summarised as 
follows- 
1) the renewal and updating of curricula is encouraged; 
2) perspective and quality are imparted to elementary teaching, since the foundations 
of subjects are defined and redefined with greater authority; 
3) the research process may inspire new methods in teaching, and the procedures 
followed in research may be applied to practical work encountered by the student 
after leaving university- 
4) teachers who have research competence are necessary for the teaching of 
advanced students; and 
5) the presence of research at an institution attracts and retains qualified personnel 
through whorn teaching may benefit I 
As can be seen from the above summary, all of these points are mere assertions. In 
responding to his paper, Mairinger stated that Austrian universities also adhered to I "the old ideological concept of the unity of teaching and research" (p. 18). 
It is clear from this brief and selective survey that academics in the United Kingdom 
are not alone in believing that there is a strong relationship between research and 
teaching. However, as will be seen in Chapter 4, while some work has been done in 
Australia and a great many studies have been undertaken in the United States of Z America into investi ), ating the belief, few investigations have been carried out in the 
United Kingdom. 
2.6 DISSENTING VOICES 
It would be misleading to conclude this chapter by giving an impression that there is 
almost universal acceptance of the belief This is certainly not the case. Over 25 
years ago Black (1968), for example, was arguing that it was not possible to say 
confidently whether research led to better teaching, but he was certain of one thing: 
there is a deficiency of research in the area of teaching- research interactions 
35 2). 
As indicated earlier in the chapter, however, perhaps Flood Page (1972; 1985; 1989) 
has been the severest critics of the belief, especially of those academics who had put it 
forward without any supporting evidence, and similarly Elton has written extensively 
on the subject (see, for example, Elton, 1970; 1971; 1975; 1984; 1985; 1986; 1987; 
1990; 1992). While Flood page may have been highly critical of those academics who C) 
have supported the belief without being able to produce any evidence, Elton 
has been 
similarly critical of those quantitative studies that have attempted to measure 
both 
research and teaching on a single scale (Elton, 1986). He argued that- 4- 4n 
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It was neither possible nor legitimate to draw conclusions about the mutual cross 
fertilisation of teaching and research if they were based on correlation studies of individual academics. 
2) At the institutional or departmental level it was necessary to distinguish between 
teaching, scholarship, and research, and that at this level teaching and research 
fertilised each other through the mediation of scholarship. 
3) Scholarship was more likely to be absent in the sciences because it had such a 
comparatively low status, and that this then led to a divorce between teaching and 
research. 
(p. 3 02) 
Rudd (1974) looked at the problem from a different perspective: 
... the commonly observed relationship between research and teaching arises because the man (sic) who has the outstanding ability that makes him a good 
teacher also has the enquiring mind and inner compulsion that make him do 
research and the high ability that makes it good research. He may ... be helped in his teaching by doing research that has both breadth and depth, but the main f I 
C C) 
reasons or his being a better than average teacher lies elsewhere. For the more 
pedestrian researcher, however, it is unlikely that doing or not doing research has 
any effect on the quality of his teaching at undergraduate level (p. 6). 
In other words, good teachers may make good researchers- but it is not research that 
turns them into good teachers. This means that there must be some other factor that 
makes for good teaching. Rudd clearly regarded the main factor as having an 
enquiring mind. At the time that his article was first read, it was not appreciated what 
relevance his argument would have on the eventual outcome of this study. At this 
stage all that needs to be reported is that lie made a telling point, and that it will be 
returned to in Chapter 15. 
Salter (1977) dismissed the belief as an influential and embarrassing myth (p. 11), but 
Badger (1985) considered it in a little more detail. He commented that all of his 
university lecturers were involved in research and yet some of them were bad teachers. 
Since becoming a lecturer, he had found that there were both good and bad lecturers in 
all categories. This was in contrast to his experience at school where none of his 
teachers were eno-aOred in research and yet some were good teachers (and some 
presumably were bad). In his view, some of the major characteristics of a good 
teacher were as follows- 
1) an adequate knowledge of the Subject, 
2) an abilit to communicate knowledge at the required level- yD 
3) an ability to arouse the students' interest in the subject; 
4) an awareness of and a sympathetic approach to students' academic difficulties; 
and 
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a willingness to undertake the necessary chores of teaching. 
Badger did not think that there was a necessary and positive correlation between 
research and teaching. However, while he thought that this was true of general 
teaching, he accepted that it may not apply to assignment or project work of a research 
nature. 
de Winter Hebron (1985), the Editor of the Bulletin of Educational Development, 
reminded his readers in a special edition that the belief should be referred to as a myth 
because: 
(a) it's never really been tested, and (b) ever so many people believe it - that 
engaging in academic research somehow improves per se the quality of teaching 4- by that researcher, or at the very least in that department (p. 3). 
A few years later, Barnett (1990) was arguing that for effective teaching to take place 
in higher education, someone should be engaged in research, but that did not mean that Z: ) ZI: ) 
all teachers should be researchers (page 129). Ball (1992) was in agreement with this 
point. Referring to a view put forward by Horlock (1991), he commented that: I 
If that view is correct, then we might ask ourselves why we are prepared to allow 
more than half the students in UK higher education to earn their degrees and 
diplomas in Polytechnics and Colleges of Higher Education excluded from the 
dual-support arrangements for research, or why the London external degree was 
an acceptable form of higher education for so many in the past; or why we are 
prepared to tolerate the teaching of higher diploma courses, and the 'franchising' 
of part of degree courses, in Colleges of Further Education, where there is no 
tradition or ethos of research (p. B-3)). 
Stevenson (1993) accepted this point, and he also questioned the conventional view 
that: 
... onef s teaching cannot 
be much good unless one is also producing new 
knowledge (p. -3 3). 
Likewise, Williams (19933) wondered whether a university could be cost-effective if 
some of the effort going into research only found its way back into teaching indirectly 
and at several years' remove (p. 4). 
2.7 SUMMARY 
It is clear from the evidence presented in this chapter that there is a widespread belief 
in higher education in both the United Kingdom and abroad that in order to be a good C) 
teacher it is necessary to be an active researcher. The belief has been expressed in 
many forms over a long period of time by both governmental bodies, and by various 
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professional associations, as well as by many academics. Sometimes these views have 
been expressed in very strong terms, and if they are valid, it is difficult to see why 
ANY lecturers should have been allowed to remain in post if they were not engaged in 
research (Ball, 1992). 
Flood Page (1972; 1985) has been particularly keen to argue that there is no evidence 
to support the belief Some lecturers are convinced that an interest in research 
maintains and enhances their enthusiasm for teaching, and without the re-invigoration 
that research brings, their teaching would be dull and uninspired. It is difficult to see, 
however,, why only research can provide that revitalised enthusiasm. If teaching is 
unsupported by any form of research and it needs some outside interest to provide that 
stimulus, it is not clear why this cannot be provided by some other form of professional 
activity (or even some hobby or past-time). Furthermore, it is debatable whether 
academics should be employed as teachers if the task can only be made tolerable by 
some other pursuit. 
Some proponents argue that research provides material for lectures and tutorials 
(which presumably would not be the case for lecturers whose stimulus came from 
other outside interests), but as Sample (1972) pointed out, the curricula tend to range 
far beyond the narrow specialisms of most researchers (p. 19). However, if the belief 
is correct, then there must be some factor inherent in research that converts a 
reasonable teacher into a good one. Alternatively, it could be the case that universities 
employ clever people and clever people tend to enjoy doing research (Williams, 1984: 
p. D). This could imply that lecturers who are not doing research are less clever than 
those who do research. This would appear to be an extraordinary notion, and there is 
no evidence to support it. It may well be that Williams did not mean'clever', and that 
Rudd (1974) was nearer the mark in suggesting instead that good teachers had 
enquiring minds (p. 6). Thus lecturers who had enquiring minds were curious about 
events and issues, and they therefore had an urge to find out the answers for 
themselves. Hence they were likely to engage in some form of research. 
This chapter has sought to provide some evidence that there IS a strong belief in 
higher education that in order to be a good teacher it is necessary to be an active 
researcher. There is no doubt that considerable support has been given to the idea in 
the United Kingdom, but there has been very little work done to investigate it. This is 
not the case overseas, however, especially in America. Before reviewing the studies 
that have investigated the belief, it would first be helpful to trace how it came to be so 
strongly established in the United Kingdom, This is outlined in the next chapter. 
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CHAPTER 3 
THE DEVELOPMENT OF THE BELIEF 
3.0 INTRODUCTION 
It is clear from the views outlined in the last chapter that there is a strongly held view 
in British higher education that in order to be a good teacher it is necessary to be an 
active researcher. Although this view has not gone entirely unchallenged, few lecturers 
appear to disagree with it. This may be because it depends upon the context in which 
the question is asked. Lecturers who are seeking promotion, for example, are not 
likely to disagree publicly with the belief when they are aware just how much emphasis 
is placed upon research by senior academics employed in higher education institutions 
(Dyson, 1995: p. 142). 
The main purpose of this chapter is to examine the development and growth of 
research in British universities, and to trace its linkage to teaching. The chapter is 
divided into three main sections. Section 3.1 outlines the development and growth of 
British universities from about I 100 to 1919. It is convenient to break the discussion at 
this point as 1919 was the year that the UGC was formed (Shinn, 1986: p. 53), and it 
links, therefore, with the material reviewed in the last chapter. Section 3.2 traces the 
effect of Germanic developments on British universities during the period 1800-1919, 
while Section '-')'. 3 provides a summary of the chapter. 
3.1 THE PERIOD 1100 TO 1919 
1.1 Medieval universities 
The origin of British universities can be traced back to the Middle Ages (Perkins, 
1972: p. 680). As the search for knowledge moved from the church and the 
monasteries to secular institutions, universities were founded in a number of European 
cities, such as Bologna, Cambridge, Oxford, Paris, and Salamanca. The exact date of 
both Oxford and Cambridge's origins are uncertain (Shinn, 1986: p. 3), but it is 
believed that Oxford's go back to about 1167, and Cambridge's to 1209 (Berdahl, 
1959: pp. II 1- 112). Oxford received its Royal Charter in 1214, and Cambridge in 
1318. In Scotland, durincy the followin two centuries where the population was 91 
perhaps one-fifth or one-sixth of that of England (Clapham, 1957: pp. 78-79), five 
universities were founded: St Andrews (1411), Glasgow (1451), two in Aberdeen 
(1495 and 1593)), and Edinburgh (1583). Thereafter, no more universities were 
instituted in Britain until the nineteenth century. 
These medieval universities brought together masters and scholars. They were 
designed primarily as teaching institutions, partly to satisfy the thirst for knowledge, 
and partly to meet the growing need to educate lawyers and the clergy (Shinn, 1986: p. IV 
30 
2). The general structure of such universities was in place by the beginning of the 
sixteenth century. Teachers and students lived together, regular meetings were held in 
established places, knowledge was broken down into subjects, and colleges and departments were formed to support those subjects. This structure was developed in 
order to support teaching which was regarded as the earliest mission of the universities (Perkins, 1972- p. 680). 
In order to prepare students for what was mainly an oral culture (Perkin, 1984: p. 25), 
the main teaching method adopted was dialectical. It was expected that men would 
make their presence felt in administration, the churches, and the courts, by the sheer force of their verbal arguments, and hence the teaching had to prepare them for such 
work. It is interesting to note that this method still underpins the teaching method 
adopted in universities today eg, classes tend to be organised around a formal lecture 
and tutorial system, even though the culture is now far less dialectical. 
Oxford and Cambridge flourished in the thirteenth and fourteenth centuries as new 
orders of learned friars arrived and new colleges were established (Berdahl, 1959: p. 
12). Over the next two centuries such institutions became largely finishing schools for 
young gentlemen. They provided opportunities for drinking, gaming and wenching, 
while lectures and examinations almost totally disappeared (Perkin, 1973: p. 70). They 
were thus very popular! However, their popularity as finishing schools began to 
decline after the Civil War, and they became virtually staging posts for leisured fellows 
waiting for church livings to become vacant (p. 70). By the eighteenth century, they 
had sunk to their lowest point, and they were affected by corruption, complacency and 
neglect (Shinn, 1986- p. 11). Indeed, it was at this time that university teaching 
reached its nadir as an occupation (Perkin, 1973 - p. 7 1). 
The position was little better in Scotland, and its universities were at least in part, no 
more than schools. As late as 1832, for example, boys from the age of 12 were 
attending Glasgow University. Thus Perkin (1973) was able to argue that although it 
was claimed that Scottish universities were not so moribund and amateurish as English 
universities: 
... their superiority has been misunderstood and exaggerated, since they were 
primarily engaged in the (sic) secondary education which in England was provided C) 
by the endowed grammar and public schools (p. 72). Z 
Up to about 1800, British universities remained largely teaching institutions (even if 
their standards were somewhat suspect), and they remained so for much of the 
nineteenth century. A renowned educationalist such as Cardinal Newman was able to 
assert, for example, that lie regarded a university as being concerned only with 
teaching and not with research (Newman, 1976). He argued that a university was a 
place for teaching universal knowledýge: 4- Z 
... 
its object is, on the one hand, intellectual not moral; and, on the other, that it is 
the diffusion and extension of knowledge rather than the advancement. If its 
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object were scientific and philosophical discovery, I do not see why a university 
should have students, if a religious training, I do not see how it can be the seat of literature and science (p. XXIX). 
Newman's views were extremely influential, and he also had some support elsewhere. 
In Scotland, for example, where according to Ashby (1974) there was a well- 
established professoriate, it was asserted that: 
the 'Scotch professor does not yet consider research to be one of his duties' 
(p. 7 7). 
3.1.2 New universities 
The nineteenth century saw great changes taking place in society generally, as 
economic, educational, industrial, religious and social developments began to have 
their effect, not least in the universities. Perkin (1973) argued that the main driving 
force behind the reform of the universities and the founding of new ones was the 
impact of the Industrial Revolution (pp. 72-73). Major reforms only came towards 
the end of the century, however, although two new universities were founded in the 
first half of the century: Durham (in 1832) and London (in 1836). Meanwhile, in 
Scotland Aberdeen's two universities were reconstituted in 1860 as the University of 
Aberdeen (Sinipson, 1963): p. 7). It was only at the turn of the century that another 
eight universities were established (although their origins sometimes went well before Z) C) It> their formal foundation date)- Wales (189-3)), Birmingham (1900), Liverpool (1903), 
Manchester (190-3 )), Leeds (1904), Sheffield (1905), Queen's University Belfast (1908) 
and Bristol (1909) [Berdahl, 1959- p. 197; see also Silver and Teague, 1970]. 
Durham was founded largely to protect the funds of the Anglican Church from being 
confiscated as a result of the Reform Act of 1832 (Berdahl, 1959: p. 23). It was 
exclusively Anglican, and it soon developed a residential pattern similar to Oxford and 
Cambridge. By contrast, London University was formed as a result of an affiliation 
between University College (established in 1826) and King's College (established in 
1829). It was free of both religious instruction and religious tests, and although King's 
College was exclusively dedicated to the Established Church, it followed the example 
of University College in offering a wider and more modern curriculum than was found 
at the ancient universities (p. 24). 
By 1882 Oxford and Cambridge had been subject to a number of important changes 
following a number of government reforms. The four most important ones being as 
follows- (Berdahl, 1959)- 
the powers of the universities (as distinct from the colleges) had been 
strengthened and made less oligarchial, 
2) the fellowship and scholarship systems had been amended, and restrictions on 
family, school, regional, religious, ordination, celibacy, and life fellowships were 
abolished with new open scholarships established; 
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3) the curriculum and teaching system was substantially modified; and 
4) attempts were made to attract bright, young working class men (pp. 34-35). 
The new civic universities also incorporated many of the reforms recommended by the 
1850 Oxford and Cambridge Royal Commissions, and similar changes took place at 
Durham and in the Scottish universities (p. 40). As might be expected, there had been 
a great deal of resistance to change at the ancient universities. The introduction of 
science, for example, was particularly opposed, even though it was clear that there was 
an increasing demand for technically trained people. Thus as Rothblatt (1983) pointed 
out: 
The period of 1870 was one of imperial expansion, sharp international trading 
rivalry, the application of science to manufacturing, and the development of the 
larcye industrial corporation. In these chancrincy circumstances there was room for I=) It) Z-) 
a new university mission. New industries, especially in chemicals, metals, or 
synthetic textiles could not function without applied science or high level 
technological innovation, and they did not have traditions of basic research behind 
them to make the necessary technological changes unaided. Furthermore, better 
trained managers were required in the large publicly owned firms (p. 132). 
This demand for better educated and trained personnel from the new industries was 
combined with the growth of a better educated populace following the general reforms 
in schooling which took place during the 1870's and 1880's (Berdahl, 1959: p. 41; 
Shinn, 1986- pp. 16-17). This led inevitably to the creation of the new civic 
universities. Sanderson (1988) argued that from the start these new universities were I=> 
part of what he called the 'industrial spirit' (p. 91). What he meant by this was that 
many of them were founded by industrialists using their own money (eg, Birmingham, 
Manchester, Reading, Sheffield, Southampton), although this did not mean that they 
were entirely industrially based. Indeed, Owens at Manchester envisaged a traditional 
institution of learning and science, Palmer had no industrial ambitions for Reading, 
while Hartley at Southampton was unclear what he wanted. Some businessmen did 
envisage an industrial future, for example, Mason at Birmingham, and Firth and 
Mappin at Sheffield, the latter wanting- 01 
... 
in effect, training and research departments for their own firms (Sanderson, 
1988, p. 92). 
The new universities were not, however, supported only by industrialists, but also by 
the whole business community (Sanderson, 1988: p. 92), and Birmingham, Liverpool, 
Manchester were striking examples of this wide-spread support. Nonetheless, 
Sanderson argued that- 
... the common characteristic 
of the successful was the importance of the 
industrial support (p. 9) 
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Those that did not have industrial support (such as Durham) did not flourish. 
Sanderson came to the conclusion that: 
Those civic universities located in industrial regions gaining support of the 
business classes and reflecting their interests and spirit flourished. Those that did 
not, did not (p. 93). 
This meant, of course, that they adopted a pro-industrial stance, and they affirmed their 
support for industrial values. Thus universities such as Birmingham, Leeds (which had 
started out as the Yorkshire College of Science), and Sheffield saw science as a means 
of assisting the development of local industries. Sanderson (1988) illustrated this 
point by using as an example Henry Roscoe of Manchester. Roscoe became closely 
involved with the reggional chemical industry through "advice and consultancy" (p. 97). 
He was responsible, fNTER ALIA, for checking local chemical nuisances, for reducing 
the pollution of Manchester's drains caused by horseboilers making glue, as well as 
advising chemical firms about waste, the avoidance of gas losses, and the layout of 
factories. Sanderson was convinced that Roscoe's work- 
... paid 
dividends, not only in financial support for the industry but in changing 
attitudes, linking industry, science and higher education (p. 97). 
The result was that in England- 
... there was 
little firm-based research and still less corporately organized at that 
time. This meant that most scientific research for industry before 1914 was 
undertaken not by firms themselves but by university departments in close contact 
with industry (p. 90). 
Thus it would appear that the new universities adopted a dual research and teaching 
role right from their inception, and they did not see themselves purely as teaching 
institutions. As Perkins (1972) asserted- 
Before the nineteenth century, the primary rationale for scholarship or research 
was its impact on teaching. Private study reflection, and writing were almost 
always viewed as vital ingredients in preparing the teacher for his job - in keeping 
his mind sharp, his lectures fresh, his students intellectually alert. Scholarly effort 
outside the classroom was therefore considered a necessary adjunct to teaching. 
During all these centuries, however, such scholarship was regarded as an 
individual pursuit rather than an institutional one. Consequently, the university 
made only minimal provisions for its support (p. 683). 
He then went on to argue that: 
Gradually, scholarly attention turned from the transmission of known truths to a 
search for new knowledage. This shift in the scholar's concerns gave rise to an 
enterprise that followed its own dynamic laws of growth. 
By the end of the 
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nineteenth century it was clear that research had become an end in itself, 
regardless of its impact on teaching. It was also clear that the research mission 
had gained equal footing with the teaching mission in the university (p. 683). 
It is doubtful whether Perkins' analysis may be entirely true of the new civic 
universities. Although sorne of them had been formed out of earlier institutions, they 
may not have been established long enough to be able 'to turn their attention away 
from teaching' to an involvement in research. As has been argued, the twin functions Z) 
of research and teaching evolved naturally as a direct consequence of the 
circumstances in which they were created. 
Oxford and Cambridge were somewhat different, as they remained primarily teaching 
institutions for much of the nineteenth century. and the link between industrialism and 
reform was tenuous (Perkin, 197-3): p. 76). Sometime around the 1850's, however, 
changes did begin to take place. According to Stewart (1989)- 
... professors on the German pattern of teaching and research were appointed to 
strengthen the university academically and widen its teaching options and later 
appointments were made to compensate for the poor intellectual quality of a 
number of the college tutors and their irresponsibility as teachers (p. 15). 
Nonetheless, there was much resistance to change in the curriculum, and progress was 
slow. Oxford, for example, did not hold any classes in physics until 1870 (Allen, 1988: 
p. 36), although after 1870 new subjects were introduced (especially science subjects) 
and laboratories built. However, by the end of the century, Oxford and Cambridge had 
become modern universities offering., almost as wide a range of courses as those of the 
civic and the Scottish universities (Perkin, 1973: p. 76). 
In fact, the new universities forged ahead confident in their dual purpose role, and thus 
when Bremmer (I 908a) came to write a series of articles on Leeds, Liverpool and 
Manchester, he was able to state in his first article on Manchester that: 
If one were asked what is the aim and what the ends of a modern University, the 
reply would probably be- First, it must aim at uniting the study of pure science and 
the application of science to industry and commerce; in other words, it must be 
useful. Second, to distim)-uish it from technical schools and colleges, a due and 
sufficient place must be assigned to the Arts, the Humanities. Thirdly, in order 
that the net cast may draw to the University men and women from every class of 
life, the University Must be in line with that famous educational ladder whose 
lower rungs are in the primary and secondary schools of the country. Fourthly, 
although not strictly necessary, it is well that modern Universities be to some 
extent localized (p. 72). 
He was full of admiration for Manchester's professors. 
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Few things in my brief visit were more striking, apart from the vastness and 
general excellence of the building than the character and capacity of the 
professors. One felt that it was not all bustle, mere preparation for business, the 
need to equal or surpass great competing nations in the field of industry; but that 
here, too, under Manchester's heavy, soot-laden skies, are men who remember 
that it has always been England's pride to form character, to train her sons not 
only for business and professions, but for life (p. 74). 
By March he was reporting on Liverpool University- 
The reputation of the professors extend far beyond Liverpool; several have carried her fame to other Universities, and the names of Lodge, Bradley, Raleigh, Forsyth 
are known to the world, and amongst their titles to this world-fame is their 1. capacity to carry on original research work. They are not simply men who limit 
their talents to the preparation of students for professions and business (Bremmer, 
1908b: p. 173). 
By May he had been to Leeds University, but he was not quite as impressed with his 
visit there as he had been at Liverpool or Manchester- 
Research work, too, is undertaken, though less extensively than in Manchester and 
Liverpool (Breminer, 1908c: p. 3 10). 
Nonetheless, lie had some sympathy with Leed's difficulties, for he added: 
It is well to remember that Leeds is much poorer than Manchester and Liverpool, 
and that research work is expensive and needs endowment (p. 3 10). 
It is clear from these three reports that from their earliest days the opportunity to do 
research in these three new universities had been eagerly grasped. 
Perkin (197-3) argued that the activities taking place in the new universities were 
greatly needed. The Industrial Revolution and the reform of the old professions (law 
and medicine) and the founding of new ones (eg, accountancy, architecture, company 
secretarial ship, chernistry, dental surgery, insurance, interior decoration , pharmacy, 
photography, physics, and surveying) called for a totally different university system and 
a new kind of university teaching profession to service it (p. 73). In fact, there were 
really two systems, one completely new, and one a reformed version of the old one. In 
the twentieth century these two systerns were fused into a single one with important 
elements being, contributed by each profession. 
The new system was only new in England, According to Perkin (1973) it had its roots 
in the Scottish universities (p. 73), and its borrowing from Germany was fairly modest I (Perkin, 1984- p. -36). 
Perkin described the tradition as follows: 
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It was the professorial tradition of scholarship and research, of the dedicated 
scholar who found tirne to share his abundance of learning and discovery with a 
small band of student apprentices. It was orientated towards the real world and its 
problems, whether scientific, technological or social, and it stressed the 
vocational element of education, both in the sense of a serious call to the life of 
scholarship and in the sense of being relevant to the student's particular career 
(1973): p. 74). 
It is apparent from the above review that the new universities were strongly research 
orientated. As Rothblatt (1983) cautiously suggested: 
Despite the anti-business bias implied in the aristocratic model of professionalism, 
there does appear to have been a considerable amount of industrial research 
undertaken by professions in the provincial universities in their early years and by 
the London professoriate in the period 1900-1914 (p. 138). 
Although it is clear that research had become an established university function by the 
time that the First World War had begun, Ashby (1974) pointed out that its overall 
impact on the universities should not be exaggerated: 
In Britain, up to the First World War, the paradigm of a university teacher - at any 
rate in the humanities - was not the research- centred German professor; it was the 
reformed Oxbridge college don whose aim (as Mark Pattison put it) was to 
produce'not a book but a man' (p. 78). 
Nonetheless, as Ben-David and Zloczower (1962) suggested, the English university 
system served certain classes in society, and that all systems had responded flexibly to 
the needs of their classes (p. 68). The Oxford-Cambridge system served the elite, but 
when required, arts, empirical science and a limited amount of professional studies 
were added to their syllabuses. The provincial universities served the middle classes, 
and research was also introduced, partly in response to outside demands (eg, in 
agriculture), and partly as a requirement of teaching certain subjects (mainly the 
experimental natural sciences) (p. 68). Apart from in some limited fields, however, 
Oxford and Cambridge were not in much demand as research institutions until after the 
Second World War (p. 66). 
3.2 THE GERMANIC INFLUENCE 
Ben-David (1985) asserted that universities had always been "seats of research" (p. 
5380), although as was outlined in the last section, that was not the case with British I 
universities up to at least the nineteenth century. However, Ben-David did admit that 
the research that was undertaken was mainly theoretical, interpretative, or philological. 
In the seventeenth and eighteenth centuries, for example: 1-1) 
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--- experimental or even empirical science 
based on first-hand observation of 
natural or social phenomena and events was not pursued at universities (p. 5380). 
The universities were also not involved in training students for research, and teachers 
were only expected to instruct their students in the existing body of knowledge. 
Gellert (1992) disagreed with Ben-David that institutes of higher education had been 
seats of research since ancient times. In his view: 
Research in the sense of a systematic production of knowledge is a fairly recent 
phenomenon (p. 1634). 
Research of this nature, he believed had been carried out by interested individuals 
largely outside the universities, and by the end of the eighteenth century: 
The universities themselves had degenerated into rigid, denominationally 
controlled organisations with extremely limited intellectual and innovative 
capacities (p. 1634). 
Certainly, as Redner (1987) argued, at the start of the nineteenth century universities in 
both France and Germany were on the point of being abolished (p. 46), and as was 
discussed in Section 3.1.1, British universities were also in a very unhealthy state. 
Redner believed that there was a danger that there would then have been no 
universities eventually left in the world. He thought that it was unlikely that British 
universities would have been reformed, and they would have "inevitably disappeared" 
(p. 4 6). 
This occurrence was avoided because German universities were reformed, and this 
eventually had an impact on universities in other countries, notably in England, France, 
and the United States (Ben-David and Zloczower, 1962: p. 48). The changes in 
Germany were brought about by political considerations, following the French 
Revolution (Perkin, 1984: p. 46-, Redner, 1987: pp. 45-46). Napoleon suppressed the 
University of Halle, but a successful appeal was made to King Frederick William III to 
restore it. One of the consequences of this appeal was that he appointed Wilhelm von 
Humboldt to the Ministry of the Interior in order to reform the Prussian education 
system, and to found the University of Berlin which he did in 1810 (Ashby, 1967: p. 
15; Rivier, 1980- p. 3 344, Clark, BR., 1984- p. 11; Perkin, 1984: pp. 33-34). 
According to Redner (1987), one of the cardinal principles in which Humboldt 
believed was "the unity of teaching and research" (p. 46), and that the university 
should institute a framework for an informal "society of scholars" (p. 47). He argued 
that the original meaning of the phrase 'the unity of teaching and research' must be 
interpreted within that context. In Humboldt's own words (as quoted in Ashby, 1967): 
The relationship between teacher and student ... 
is changing. The former does not 
exist for the sake of the latter. They are both at the university 
for the sake of 
science and scholarship (p. 15). 
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Ashby remarked that this belief gave rise to the idea of education through training in 
science and scholarly research (ERZIEHUNG DURCH WISSENSCHAFT) which led 
in turn to the idea that teachim-Y and research were inseparable. According to Perkin 
(1984), Humboldt believed that in order to ensure the purest and highest form of 
knowledge (WISSENSCHAFT), there should be absolute freedom to teach 
(LEBRFREIHEIT) and to learn (LERNFREIHEIT). WISSENSCHAFT is often 
translated into English as meaning 'science' (p. 34), but as Schwartzman (1984) 
pointed out: 
... the 
German WISSENSCHAFT is much broader than the English "science", 
since it includes a component of scholarship which is not necessarily part of its 
Anglo-Saxon meaning (p. 205n). 
Elton (1986) also discussed this point at some length (pp. 158-160). He argued that 
science in the Germanic context included an element of 'scholarship' and it was this 
element that linked it to teaching. In any case, he asserted, it was only in the I humanities that "scholarship was dignified with the title 'research"' (p. 159). 
Perkin (1984) looked at the translation problem somewhat differently. He asserted 
that although it came to be believed that WISSENSCHAFT was RESEARCH oriented 
(especially towards the natural sciences), this could not have been so, since Germany 
at that time was not an industrial society. Instead, he argued that: 4 
It was a process, an approach to learning, an attitude of mind, a skill and a 
capacity to think rather than a specialized form of knowledge... (p. 3 4). 
Perkin was almost certainly correct in his analysis. As Aitkin (1991) pointed out: 
Research is a very modern human activity. In the form we understand it today - 
the advancement of knowledgie through experimentation, model-building and ZI 
theorising, and the systematic testing of ideas against evidence - research hardly 
existed before the late 18th century, and its origins and setting lay in industry, not 
academe (p. 2336). 
In any case, the natural sciences at that time did not include sufficient authoritative 
knowledge that would enable them to be taught as separate subjects comparable with 
classical languages, law and mathematics (Ben-David, 1977: p. 3585). 
It is apparent, therefore, that care should be taken in interpreting Humboldt's 
educational ideas, especially that idea relating to the unity of teaching and research. 
Nonetheless, as Pei-kin ( 1984) noted, the Humboldtian ideal became, as he put it: 
... the embodiment of 
the specialized research- oriented ideal and the model for 
the progressive system of higher education in other advanced societies (p. 35). Zý 
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According to Ben-David and Zloczower (1962), England was the first major country 
to be influenced by the Germanic model (p. 62), and that from the 1830's until 1914 
German universities were held up as a challenge and a model for English universities. 
They argued that all the new English universities created at the end of the nineteenth 
century were influenced by what was happening in Germany, although a German type 
of university never developed in England. Indeed, as noted earlier, Perkin (1984) 
described the borrowing from Germany as being fairly modest (p. 36). 
Nonetheless, whatever the precise influence the Germanic tradition had on British 
higher education, it seems to be fairly clear that by the end of the nineteenth century 
the idea of the unity of research and teaching had become to be accepted in university 
circles. Indeed, as was seen in the last chapter, it appeared to have become so well 
established that the UGC was able to argue shortly after its formation in 1919 that 
junior teachers could not hope to rise in their profession unless they were provided 
with the opportunity to advance knowledge ie, to undertake research (UGC, 1921: p. 
7). 
Thus within just a few decades, British universities had moved from being just 
primarily teaching institutions towards being research orientated, although the 
movement was slower in some universities and in some disciplines than it was in 
others. Bearing in mind the economic, industrial, and political changes that took place 
in the two or three decades that led up to the First World War, it is understandable 
why RESEARCH became so important, but it is more puzzling why it became so 
closely associated with teaching. 
I have put a great deal of effort into researching this conundrum, but I have not been 
particularly successful in obtaining any convincing reasons. There may be a number of 
factors. The Germanic ideas would certainly have had some effect, but the change is 
more likely to have arisen out of the nature of the new disciplines then being 
introduced into the universities. 
The new sciences introduced at that time into the recently founded civic and provincial 
universities could not, of course, have been underpinned by a body of scholarship. 
Thus it seems reasonable to assume that lecturers would then have had to do some 
research so that they had something to teach. Clearly, if lecturers became short of 
material and they were also Unaware of new discoveries that their colleagues were 
making, they would come to be seen as poor teachers. This might explain why one of 
the main arguments still advanced today for the belief in the unity of research and 
teaching is that research is necessary in order to keep up to date (see, for example, 
PCFC. ) 1990- p. 
15; DES, 1990d- p. 17, Horlock, 1991: p. 78). 
In disciplines where there was already an established body of knowledge, the position 
was somewhat different. It would not have been necessary to 
become involved in 
research, although no doubt some form of scholarship was expected. 
Nonetheless, 
some years after the period covered in this section, an 
increasing emphasis was being 
placed on research, irrespective of the 
discipline (see, for example, Mair, 1922; Royal 
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Commission, 1922; Baker, 1923; Whitehead, 1929; Flexner, 1930; Mclean, 1931). 
This move towards research was clearly beginning to worry some academics, such as 
Field (193 1). He thought that in some disciplines (especially the arts), scholarship was 
more important (or relevant) than research (p. 4). Interestingly, this was an argument 
taken up in more recent times by Elton (1986) who argued that there had been an 
illegitimate raising of the status of research at the expense of genuine scholarship (p. 
301). 
Thus following the end of the First World War, it is clear that research had become an 
important and increasing activity in British universities, and at the same time it had 
gradually become intertwined with teaching. For example, just five years after the end 
of the War, Baker (1923) was able to comment that: 
The statement has been made that the best research workers make the best 
teachers... (p. 13 ). 
Unfortunately Baker did not provide a reference for this statement, and I have not been 
able to trace its source. However, it does provide some evidence that the belief about 
research and teachinc, had beaun to take root in the early part of this century. 4= Cn 
3.3 SUMMARY 
The main objectives of this chapter were- (1) to trace the development of research as a 
major function in British universities; and (2) to outline how teaching and research 
gradually merged together so that it eventually became accepted that good teaching 
could not take place without an active involvement in research. 
There were only two universities in Ený-Yland and five in Scotland from medieval times 
until the nineteenth century. All these seven universities remained almost entirely 
teaching institutions until that time. During the previous two hundred years they set a 
very low standard of education, and in England at least, they were the exclusive 
prerogative of rich young Anglicans. The five universities in Scotland were not as 
exclusive, although they were generally regarded as little more than an extension of Z) Zý 4: ) 
secondary schools. These British universities were not particularly innovative, and 
they were highly resistant to chan(ye. C) 
In the nineteenth century, however, the effects of the Industrial Revolution forced 
them to make changes'as economic, political, and social pressures began to make an 
impact on them. Oxford and Cambridge, for the first time in their history, found that 
they had to compete in England with two newly created universities (Durham and 4=0 London), and as the century advanced, with a growing number of colleges in the major 
towns and cities, some of which later became universities. 
These new institutions responded instantly to the demands of the time and of their 
ging from an agrarian society founders. They recognised that the country was fast chang 
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to an industrial one. As the new industries began to face scientific and technological 
problerns, so the new institutions began to involve themselves in research into the 
problems that industry faced, and to offer advice to local companies. In the meantime, 
following the reforms forced on them by Parliament, Oxford and Cambridge were 
catching up with the new universities as they too began to introduce scientific subjects 
into their curriculum. Although the pace was sometimes regarded as slow, by the end 
of the nineteenth century, British universities were seen to have a dual purpose role: 
that of teaching and that of research. 
There is little evidence available that indicates how these two roles eventually became 
fused. It may have occurred partly because as new sciences developed towards the 
end of the nineteenth century, lecturers needed to do some research so that they would 
have something to teach, and partly because British universities were beginning to be Z) influenced by developments in Germany. 
One of these developments was the belief in the unity of research and teaching. This 
idea had been introduced into the University of Berlin in 1810 by Humboldt. It was 
based on a belief that teachincy had to be supported by an involvement in research, I=> 
although it was not always clear what was meant by the term. However, once the idea 
had been introduced into British universities, it appeared to take root very quickly, and 
by the end of the First World War it was well established. 
As was seen in the last chapter, from its inception in 1919 the UGC gave consistent 
support to the belief However, despite some calls for some evidence to prove that 
research was vital as a means of ensuring that good teaching could take place, there 
have been few British studies that have investigated the belief 
This study aims to redress that balance. However, before attempting to do so, it 
would first be helpful to outline some of the major studies that have been carried out. 
These are reviewed in the next chapter. 
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CHAPTER 4 
PREVIOUS STUDIES 
4.0 INTRODUCTION 
In Chapter 2 some wide-ranging evidence was presented of the belief strongly held in 
higher education that in order to be a good teacher it is necessary to be an active 
researcher. The last chapter traced the development of the belief in the United 
Kingdom from its birth towards the end of the nineteenth century until about 1919. 
The material presented in Chapters 2 and 3' clearly demonstrate that the belief is now 
firmly entrenched in British higher education, even though there have been few major 
studies that have attempted to establish or to question its validity. 
This chapter has two main airns- (1) to review those studies that have been undertaken-, 
and (2) to assess their significance. It is divided into five main sections. Section 4.1 
introduces the problems researchers face in examining the relationship between 
research and teaching. Section 4.2 examines the few British studies that have 
attempted to explore the relationship. Section 4.3 outlines a number of similar 
American studies, while Section 4.4 reviews some studies in other countries. Section 
4.5 provides a brief surnmary of the chapter. 
4.1 THE BASIC RESEARCH PROBLEM 
The belief about research and teaching which other researchers have attempted to 
substantiate is a simple one. It may be stated as follows. 
In order to be a good teacher it is necessary to be actively engaged in research. 
The belief is also stronagly held in the United States of America, although instead of 
'good teacher' the Americans tend to express it in terms of 'teaching (or teacher) 
effectiveness'. 
While it is easy to assert such a belief, it is very difficult to produce any convincing 
evidence, and a number of basic questions have to be answered. For example, what is 
meantby'good'? What is meant by'teacher'9 Who assesses whether or not someone 
is a 'good teacher'? How can 'good' teaching be measured? Whatismeantby 
'research'9 HowcanitbemeaSLli-ed? How much research is necessary in order to 
become a 'cyood'teacher? 4=0 
Most studies largely take the definition of 'good', 'teacher', 'teaching', and 'research' I Cý 
almost for granted, and they tend to concentrate on measuring 'research' output and 
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'good' teaching without attempting to define what is meant by these terms. Student 
questionnaire surveys are the most common method of measuring 'good teaching' 
(Braskamp, 1980). and the number of publications achieved by lecturers acts as a 
proxy for research productivity (Bublitz and Kee, 1984; Fox) 1992). Student 
questionnaires are a common feature of American higher education, and much data are 
normally available (Cruse, 1987). The publication records of'faculty' are also readily 
available, so access to both student questionnaires and publication records means that 
it is relatively easy to correlate students' opinions about the teaching performance of 
faculty with their publication record (Rushton and Murray, 1985). 
In the United Kingdom, it has been less easy to carry out such studies, as student 
evaluation of teaching is not as well developed as it is in the United States of America 
and in some other countries, such as Australia (Moses, 1986; Cave et al, 1991; de 
Neve, 1991- Geva-May, 199-3)). Although many British universities do carry out 
student surveys and collect details of staff publications (Fox, 1994) the system tends to 
be much more informal. Consequently, it has often been left to departments or 
individual members of staff to organise the completion of the questionnaires, and any 
records that are kept are regarded as confidential. Thus there are very few British 
studies, and none that are comparable with those in America. 
The position may be changing in the United Kingdom. As a result of the various 
research ratings exercises that began in the 1980's (Hague, 1991; UFC, 1992), and the 
more recent teaching assessment reviews (HEFC, 1993; HEFCW5 1993; SHEFC, 
1993b), British universities are now having to adopt much more formal documentary 
procedures. InOFder to cornpile the various research and teaching returns required, it 
is necessary for them to have accurate records of their staffs involvement in research, 
and an appraisal of teaching effectiveness (of which student questionnaires may form a 
part). 
The studies that have been undertaken in America and elsewhere have been subject to 
a number of general criticisms (McKeachie, 1979; Aleamoni and Hexner, 1980; Dowell 
and Neal, 1982; Elton, 1986-, Moses, 1986; Miller, 1988; Prosser and Trigwell, 1990), 
and they raise a number of operational questions. Are student ratings reliable? Are 
they biased? Are students' views the only opinions that should be taken into account 
when assessing teacher effectiveness? Can active research be measured adequately by I 
counting the number of publications a teacher has published? 
As will be seen in the next three sections these questions (and a number of others that 
arise from them) all cast doubt on the findin, =as that such studies produce. The next 
section examines the few studies that have been carried out in the United Kingdom. 
4.2 BRITISH STUDIES 
Very little work has been done in the United Kingdom into investigating the 
relationship between research and teaching, and there are few studies that have 
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attempted to verify that there is a close relationship between the two activities. Rudd 
(1973) made the point over 20 years ago: 
As far as I have been able to discover this belief that active researchers make the 
best teachers at university level has never been satisfactorily tested; but as any 
research intended to test it would probably have to use collective subjective 
judgements in order to measure both the quality of teaching and the quality of 
research... (p. 302). 
One British researcher who has adopted a subjective approach is Knight (1987). He 
examined whether there was a case for having either separate research and teaching 
universities, or whether it would be possible to distinguish staff within a department 
into researchers and teachers. 
He did so by obtaining the publication record of 18 geography lecturers in one 
university department over a two year period (19833/84 and 1984/85) from the 
university's list of publications. The record was then compared with second and fourth 
year undergraduate student opinions of each of their lecturer's teaching quality. The 
students were asked to rank the lecturing and tutoring ability of their individual 
teachers on a scale- 0= bad, I= poor, 2= average, 3= good, and 4= excellent (p. 
350). Knight stressed that students were asked to assess lecturers on their teaching 
ability, and "not on general popularity" (p. -3 ) 50). 
The article was lacking in statistical detail, but Knight came to the conclusion that 
there was a good correlation between staff members' publication records and the 
students' opinion of their teaching ability (p. 352). It) 
On the basis of this rather limited evidence he asserted that it would be unwise to split 
universities or staff within university departments, into 'teachers' and 'researchers' (p. 
352). Knight's article drew a furious response from Jenkins (1988) and Shepherd 
(1988). Jenkins took Knight to task over his research method, Jenkins' main 
objections being the adoption of publications as a measure of research, and the way 
that teacher effectiveness was assessed. Shepherd went into even more detail than 
Jenkins over Knight's methodological weaknesses, and his article provided a useful C) I'D 
summary of the dangers inherent in assuming that research output can be measured by C) 41-D 
a publication count and that good teaching can be assessed by using student ratings. 
His basic objections were as follows. 
I. lecturing and tutoring should have been separately measured as they are different 
types of activities, 
2. other teaching duties were ignored- C1 3. the averaging of numerically ordered ratings was questionable; 
4. the total number of students and the response rates were not disclosed; 
5. the subject matter of courses taught by the staff was also not disclosed; 
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6. the distinction between 'general popularity', and 'intrinsic' interest of particular 
courses would have been difficult for students to make in arriving at a definition of 
teaching ability, and 
7. the problematic relationship between teaching ability and publication output was 
not recognised. 
Knight responded to both Jenkins' and Shepherd's articles in a brief author's reply 
(Knight, 1988). He claimed that he was not trying to prove that there was a 
correlation between good teaching and research, but that he was trying "to 
demonstrate that the opposite correlation could not automatically be assumed" (p. 
284). It is not altogether clear what lie meant by this statement, but he did accept the 
criticisms made of his research method. Assuming that Knight did not set out to prove 
that in order to be good teachers lecturers need to be active researchers, his study is 
useful because it is one the few attempts that have been made in the United Kingdom 
to establish (albeit indirectly) that those lecturers who publish the most tend to achieve 
higher student ratings than those lecturers who publish less frequently. This 1= 
conclusion must, however, be treated with great caution because it is based on just 18 
lecturers in one university department, and an unknown number of student responses. 
Nonetheless, Knigal-it's work was sufficient to encourage Batty and Matthews (1988) to I ý' try a similar exercise. They did so at the University of Wales Institute of Science and 
Technology with students enrolled on three courses- a BSc course, a postgraduate 17) 
diploma course, and a MSc course. The response rate for the undergraduate course 
was 90%, and 60% for both the diploma and the MSc course. They also used a much 
more sophisticated publication count in measuring research productivity than had 
Knight, but the total number of lecturers involved in their study was not stated. Batty 
and Matthews came to the conclusion that. 
... the correlation 
between teaching and research is close to zero everywhere (p. 
162). 
Ashworth (1989), the Vice Chancellor of Salford University, also set out to verify that 
good teaching depended on good research by examining the situation in his own 
university. In 1981 the UGC announced that Salford would have its recurrent grant 
reduced by 44% over the following three years, and its quota of British students 
reduced by 30%. The university responded by successfully seeking funds from other 
sources. Ashworth argued that an additional benefit of this policy was the effect that it 
had on teaching in the university. He pointed out that since 1980 the number of 
students who obtained first class honours' degrees and what he called the "average" 
class of degree showed considerable improvement. 4 
He believed that the main factor in the improvement of degree results was: I 
... the change in 
the ratio of undergraduates to graduates which in turn is a 
consequence of the increased effectiveness with which the university's staff have 
obtained research agrants and contracts from research councils and from industrial 
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sources. This has been the link between 'good teaching' ... and research ... together... with the adoption of an explicit philosophy of education ('education for I 
capability') which encouraged and sanctioned the use of young research assistants 
and graduate students in the teaching programmes of all departments (p. 3). 
Ashworth argued that as a result of an enhanced research environment in the 
university, the students' degree results improved. However, it would appear that 
during this period more of the teaching was done by part-time lecturers and by young 
research assistants. It is likely that most of the part-time lecturers were not involved in 
research, so they would be able to devote relatively more time preparing for their 
classes, and they would also be able to incorporate their industrial experience into their 
material. 
Similarly, the research assistants' teaching load would be low, they were probably fairly 
young, and it could be that their students responded more favourably to teachers who 
were closer to them in age. Furthermore, during this period the university was in a 
clear state of crisis, and it is possible that the undergraduates also responded positively 
by working, much harder at their studies: in times of adversity, often the best is brought 
out of people. As Bacon put it, "Prosperity doth best discover vice, but adversity doth 
best discover virlite". It must be concluded, therefore, that while Ashworth's article is 
a most interestina one , it includes too many possible variables that may have influenced 
the degree results to be confident that an enhanced research environment was the main 
contributing factor. 
In a CNAA report Glew (1992) undertook a short study of the place of research and 
scholarly activity in support of honours' degree teaching. Twelve case studies were 
selected in six UK universities offering courses in consumer studies and home 
economics, hotel and catering, sports leisure and recreation, and tourism. His aim was I. to show how the quality Of Courses in these subjects could be helped by the academic 
staff being involved in research. 
The 12 cases related to various projects undertaken in industry and commerce, and 
Glew provided some evidence of how the material was incorporated into 
undergraduate studies. He concluded that such projects provided up to date examples 
of industrial practice, student projects, and industrial placements, and that they also 
improved the credibility of the teacher. He concluded that: 
In general, research activity by teachers in higher education seems to lead to a 
higher and more dynamic level of performance ... (p. 31). 
He only SUGGESTED, therefore, that there might be a link between research and 
performance, and his project did not help to establish whether research was essential in 
ensuring that good teaching took place. However, what it did do was to indicate that 4- 
research might be of some benefit. 
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A more recent study by Gardiner (199-33) examined the DEPARTMENTAL 
relationship between research and teaching,. He set out to establish that high quality 
teaching and learning could not be Sustained by staff who were not actively engaged in 
scholarship and research (p. 181). His research method involved comparing the 
research output and the teaching quality of 29 geography departments. He used the C) It) UFC's 1992 research selectivity exercise (UFC, 1992) in order to measure research 
output, and teaching quality was deduced from a number of HMI reports. Gardiner 
accepted that his interpretation of the data could only be tentative, because only the 
former polytechnics and colleges were included in his survey, and many other 
institutions had not taken part in the research review. 
His overall conclusion was that where research was limited, it was unusual to have 
achieved a teaching rating better than satisfactory. While this statement was factually 
correct, the conclusions that he drew from it were highly questionable. For example, 
his statistics showed that there were eight departments that achieved a research rating 
of I or 2. and yet they obtained a very good or good teaching grade. There were only 
two departments, however, that achieved a research rating of 3 (no department 
obtained a rating of more than three), but they both obtained only a satisfactory 
teachina ratine, C) C) 
Gardiner failed to establish his case, therefore, that the highest quality teaching could 
only be sustained by staff engaged in scholarship and research. Indeed, his survey 117) 11-> indicates quite clearly that it was possible for departments with relatively low research 
ratings to obtain good teaching grades. 4- 1= 1-D 
The examples of British studies reviewed in this section clearly demonstrate the 
difficulty of establishing an indisputable link between research and teaching, but as 
there are so few of them, it is not possible to come to any firm conclusion. It is 
necessary, therefore, to look for some evidence overseas. 
4.3 AMERICAN STUDIES 
4.3.1 Introduction 
Over the last 50 years there have been a considerable number of American studies 
attempting to assess the relationship between research and teaching. The findings of 
the major studies will first be summarised in this section, and then an attempt will be 
made to draw some conclusions from them. 
For convenience, the review of these studies has been divided into three sub-sections. 
Section 4_3.2 examines those studies that appeared to show either little or no 
relationship between research and teaching, or where the overall conclusion was 
vague. Section 4.3.3 reviews those studies that showed a weak correlation (r = up to 
0.19). Section 4.3.4 sumi-nai-ises those studies that suggested a stronger relationship (r 
0.20 or more). It should be noted, however, that correlations falling within the range 
48 
0.20 to 0.35 show only a very slight relationship between variables, although they may 
be statistically significant (Cohen and Manion, 1989: p. 168). A correlation of 0.20, 
for example, indicates that only 4% of the variance is common to two measures, and 
even with a correlation of 0.40 only crude group measures may be possible (in fact, 
few studies have shown a correlation as high as 0.40). It should also be noted that in 
some studies r was not disclosed, and so the strength of the apparent relationship has 
had to be determined by reference to the author's comments, 
Most of the studies will only be reviewed briefly. Many of them are very similar 
(although they may vary in detail), teacher effectiveness being measured by using 
student ratings and research being measured by the number of publications. It follows C that the criticisms that can be levelled at such studies apply generally to most of them. 
4.3.2 No or little relationshi 
One of the earliest studies was by Guthrie (1949). He reported on a project carried 
out at the University of Washington in 1944. Staff were asked to complete a 
questionnaire listing the iterns which should govern promotion. The first nine factors 
that were mentioned the most frequently were built into a rating scale. The two 
leading factors were- (1) teaching effectiveness; and (2) contribution to his field 
through research and publication. These suggestions were then incorporated into the 
procedure adopted for evaluation and promotion. By the time that Guthrie reported, 
several hundred ratings had been accumulated, and he argued that there was no 
significant association between teaching effectiveness and research contribution. 
Guthrie's study is now very dated. However, it is interesting to note that as long ago 
as the 1940's American teachers accepted the research-teaching nexus, but that 
students did not think that research experience made up for an apparent loss of 
enthusiasm among older staff. The question of enthusiasm will be reconsidered in later 
chapters. 
Frumkin and Howell (1954) set out to answer the question whether personality factors 
made a difference between the effective and the ineffective college professor, and also 
whether the conjuncture and orgyanisation of scholarship, personality, and other factors C: > 
did likewise. Their study involved comparing one effective professor with an 
ineffective one. Graduate students were then asked to rate the professors on the basis 
of 25 criteria using a0 to 8 rating scale. 
The authors concluded that there were other factors besides scholarship and 
personality that made the difference between effective and ineffective professors, and 
that two items in particular accounted for the difference: (1) spirit of growth through 
the presentation of fresh and vital materials (sic) contrasted with the use of out of 
date 
material, and (2) stimulus to thinking created by the presentation of many novel and 
thought provoking viewpoints. 
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Another early study was by Maslow and Zimmerman (1956). They carried out some 
research in a large municipal college that had a very high intellectual and academic 
standing. Although published in 1956, the study was carried out during the period 
1943-46. Students were asked to rate the instructors, and instructors were asked to 
rate their colleagues. In both cases they used forms supplied by the authors. The 
students' forms included questions about the courses taken and the instructors taking 
them. They were then asked to rate each instructor: (1) as a teacher; and (2) as a 
personality. Instructors were asked to rate each of their colleagues as: (1) teachers; 
(2) personalities; and (3) for creativeness in the field. Detailed instructions were given 
about the ratings, and to achieve the highest possible rating, detailed descriptions were 
provided of what qualities were to be taken into account when assessing 'teacher', 
'personality', and 'creativeness'. 
Complete data were collected on 86 teachers comprising 60% of the faculty in the 
departments of biology, chemistry, mathematics, psychology, political science, and 
speech. Maslow and Zimmerman concluded that colleagues equated good teaching 
with creativeness, while students equated it with having a good personality. They both 
agreed on who were the good teachers, but they differed in their perceptions of 
personality. 
This study is a very old one, and it contains insufficient details of the research method 
to be of great assistance in any modern study. It is, however, useful in offering a 
definition of good teaching, and in breaking it down into three main elements. This C) 
categorisation ml(),, ht be usefully summarised as: (1) instructional effectiveness; (2) C 
personal characteristics; and (3) creativeness. 
A much later study than Maslow and Zimmerman's was undertaken by McGrath 
(1962). His study was based on 15 liberal arts colleges, and it related to the period 4-) 
1957-59. An adi-ninistrative officer in each college was asked to name five faculty a) 
members whom their colleagues and their students considered "unusually good 
teachers" (p. 148). McGrath was at pains to point out that they were not required to 
name the "best" teachers. Altogether 75 teachers were contacted, and they had to 
answer a series of questions about research and teaching. There were 64 usable replies 
(indicating a usable response rate 85.3%). Just over 40% of the respondents believed 
that it was essential to be continuously engaged in original research, but it varied 
according to the major areas of knowledge (38% of humanity teachers, 52% of science 
teachers, and 24% of social science teachers). 
The main importance of McGrath's Study was that he was able to establish that there 
were different views about the contribution that research made to effective 
undergraduate study, and that in some fields it was a doubtful requirement that all 4- 
teachers should be so engaged. It was, however, much more widely accepted that 
scholarship formed an essential inaredient of vital and stimulating teaching. Thus C 
McGrath called for a clarification of the terms 'research', 'original investigation', and 
'scholarship'. This again is a theme that will be returned to in subsequent chapters. 
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Voeks (1962), in a study at the University of Washington, measured teacher 
effectiveness by using student ratings, and compared them with the weighted 
publication record of teachers over a five year period. These were obtained from two 
samples: (1) one drawn frorn the University's Research Society (a measure of quality); 
and the other drawn from 193 teachers in 28 departments. No trace of any relationship 
in any field was found between teacher effectiveness and the amount published. 
Plant and Sawrey (1970), in a study of a department of psychology in a large state 
college in California, correlated student ratings with publications. Ratings were 
obtained from 1,247 students relating to 32 professors. The authors tried to avoid bias 
in the student questionnaire by obtaining from the students what they felt were the 
most important characteristics of the good professor-teacher. These were: (1) 
communicating with students; (2) motivating students; (3) knowledge of the subject; 
(4) interest in the subject, (5) concern for students; (6) interesting presentation; (7) 
organised lectures, and (8) fair tests and grades. They also extended the measure of 
research involvement to include not only the number of scholarly publications (these 
were unweighted), but also the number of papers presented at meetings of scientific 
professional societies (international, national, regional, or state), the number of MA, 
MS or BA honours' theses committees chaired, and whether some financial support 
from either inside or outside the college had been received for research activities 
during the three year period covered in the study. 
The procedures adopted in this study were an improvement on the ones commonly 
used in student ratings/publi cation type projects, but the results still showed that there 
was no systematic empirical evidence supporting the belief that teaching effectiveness 
was dependent upon an involvement in research. 
Grant's study (1971) was more unusual. He cornpared student evaluation of courses 
and faculty allocations of the ESTIMATED time that faculty allocated to academic 
activities. The sample consisted of 685 faculty members at the University of Utah. 
The results showed that generally an involvement in non-sponsored research and 
writing did not make for better college teachers, and that as faculty members became 
more involved in such activities, they received lower student evaluations. However, an 
involvement in sponsored research and writing by associate professors resulted in 
improved student ratings. This was also the case for assistant professors who spent no 
more than half their tirne on research, while professors' ratings dropped steadily as they 
gave more time to sponsored research. 
His results must be treated cautiously as they depend not only upon the assumption 
that student questionnaires can be used as a measure of teacher effectiveness, but also 
that faculty members provided reliable and valid allocations of their time. It is doubtful 
whether many of them would have kept a detailed and accurate record of the time that 
they had spent upon various duties. 
Hayes (1971) collected data from 17 academic departments at Carnegie-Mellon 
University. Measures of performance in research (based partly on the number of 
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weighted publications over the previous five years, and partly on the departmental 
chairman's judgement), and teaching (based on student ratings) were obtained from 
355 faculty members during a four-semester target period from the autumn of 1967 I 
until the spring of 1969. No significant relation was found between the publication I=> 10 index and either teaching quality or student evaluations. Hayes' overall conclusion was 
that it was not wholly clear whether research activity and teaching ability were related. 
A study by Cope et a] (1972) was unusual in that it investigated whether the quality of 
instruction was related to the quality of research. They examined 17 academic 
departments at the University of Washington in the spring of 1972. In order to 
measure the quality of instruction they used an index based on what they called "a new 
student rating instrument" (p. 5) ie, a student questionnaire. The quality of research 
was Measured by using an index based on an American Council on Education's (ACE) 
rating of graduate programmes. Cý 
The ACE exercise was essentially a peer review based on the size of the library, the 
publication record of the faculty, the level of faculty salaries, and the number of 
Guggenheim fellows. The respondents were randomly selected from the University of 
Washington's '34,000 full-time students in the 17 departments along with an 18th 
grouping comprised of students from all other departments. Out of the total of 1,106 
questionnaires mailed to students, 64' ) were returned (a response rate of 58.1%), with 
603 proving to be usable. 
This was a highly detailed statistical study, and the researchers came to the conclusion 
that the results did not indicate that there was a relationship between the quality of 
instruction as perceived by the students, and the reputation that departments had 
among their peers for research and publications. Students rated their instructors highly 
for enthusiasm and knowledge, while a stimulating presentation and the introduction of 
the instructor's own research into the teaching process received the lowest ratings. I 
Harry and Goldner's (1972) gathered data from a large public urban midwestern 
university. They used the number of published articles to measure the extent of 
research and scholarly activities, and student questionnaires to evaluate teaching. A 
questionnaire survey was sent to about 50% of the full time faculty in the Colleges of 
Liberal Arts and Education. Their findings suggested that research activity was either 
unrelated to teaching effectiveness or it was only moderately and positively related to 
it. 
One of the arguments often advanced for research going hand-in-hand with teaching is 
that it provides additional material for use in the classroom. Huber (1972) investigated 
whether this was true at Pennsylvania State University. He sent a 14 page 
questionnaire to 1,609 faCLIlty members of which 726 were returned (a response rate of 
45%). Respondents were asked to indicate how often during a typical academic year 
they related their own research to (a) the undergraduate classes that they taught, and 
(b) the graduate classes. 
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Huber found that two-thirds of respondents did not relate their own research to their 
undergraduate classes, or at best did so only occasionally, while less than 10% did so frequently. As far as graduate classes were concerned, 48% of the sample reported the frequent use of their own research on such courses, although this meant, of course, 
that 52% of them only did so occasionally. However, when there was an opportunity 
to use the teacher's own research in graduate classes, over two-thirds of those who 
spent one-quarter to one-half of their time on graduate teaching reported frequent to 
very frequent use of their own material. Huber concluded that his data confirmed that 
those studies contending that the research activities of professors did not reinforce and 
enrich their teaching were largely correct. 
Aleamoni and Yimer (197-3)) collected colleague and student ratings from a group of 
477 instructors at the University of Illinois faculty (Urbana- Champaign campus). These 
ratings were compared with the publications of the faculty, and given weightings 
according to the type of publication. The results showed that there was no significant 11 4-7 
relationship between colleague rating or student evaluation and publications. They 
thus concluded that publication may not be an important factor in rating an instructor's 
teaching Z: > * 
A slightly different approach was adopted by Braunstein and Benston (1973). They 
carried out a survey among 347 professors at the University of Rochester Colleges of 
Arts and Sciences, Engineering, and Management. They designed a faculty ranking 
procedure (which departmental chairmen used twice in successive summers) 
incorporating five faculty performance indicators including some for research and 
teaching. They also collected (for the same period) student and alumni evaluations of 
faculty teaching. The results showed that effective teaching was only moderately 
related to research and 'professional visibility' (this term was not defined, but 
presumably it referred to how well known academics were among their peers), even 
though departmental chairmen rated these criteria very highly. C) 
Siegfried and White's study (197-3 3) at the University of Wisconsin investigated whether 
in an Economics Department of 45 professors, teaching and publication were 
determinants of academic salaries. Using student questionnaires (containing a single 
indicator: 'would you recommend this professor to a friend? ') and comparing them with 
publications (ie, monographs, articles in national, general, speciality, and regional 
journals, and other miscellaneous publications), their results showed that there 
appeared to be no conclusive positive association between the students' evaluation of 
teaching performance and publication rates. 
Cornwell (1974) used two student questionnaires, one prepared by the Department of 
Chemistry at the University of Wisconsin-Madison, and the other by the Committee on 
Undergraduate Teaching of the Division of Chemical Education of the American 
Chemical Society. He used the first questionnaire in his own institution, and the 
second one was used by colleagues in a number of colleges and university chemistry 
departments across the country. Cornwell's data from the University of Wisconsin in 
two semesters indicated that students did not think research activities by faculty had 
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any effect on teaching effectiveness (precise details of the survey were not disclosed in 
the article). 
In a wide-ran ing study of teaching effectiveness, scholarly publication, and average 9 41-D 11-D 
salary adjustments, Hoyt (1974) used class ratings, weighted publication records and I 
salary increments. He concluded that scholarly production and teaching effectiveness 
were not related to each other. 
Aitken (1975) studied the problems involved in designing a course evaluation 
questionnaire at a small private liberal arts college. He found that there was little or no 
relationship between course ratings and scholarly productivity of the institution. 
However, as no further details were given, it is not known how many students were 
involved in the ratings or how scholarly productivity was measured. 
McCullagh and Roy (1975) also used student questionnaires and faculty staff 
questionnaires (including data on 1 *1 items such as the number of academic articles and 
academic books published in a one year period). The study took place at Appalachian 
State University, and it involved 52 faculty members and 1,500 students. They found 
that none of the non-instructional activities (as they referred to them) had either 
positive or negative effects on teacher effectiveness. 
A much smaller survey by Ratz (1975) among 15 faculty members in the Department 4 
of Engineering at the University of Waterloo, Ontario in Canada involved correlating I 
student ratinas with external research support. He failed to find any association 1- 
whatever between student ratings and research grants. 
Dent and Lewis (1975) used citation scores to compare with students evaluation 
scores in their study of 90 faculty members from four departments 
(Sociology/Anthropology, Economics, Political Science, and Psychology) in one 
university. Apart from the number of citations by colleagues within the same 
discipline, and the number of citations outside the discipline, one of the other variables 
included the total number of publications, but a multivariate analysis of variance 
revealed no significant correlations between teaching effectiveness and any of the 
variables. 
Wood (1978) was another researcher who compared student evaluations with the 
weighted publication records of a 27 person college department in a midwestern 
university during the period 1974-77. There was a small negative correlation of r=- 
0.07. This was an unusual result, because other similar studies have tended to indicate 
a weak POSITIVE correlation. 
A much more recent study has been that of Fox (1992). She criticised previous studies 
that had attempted to explore the relationship between research and teaching. She 
suggested that there were four main limitations of such studies- 
they focused on teacher effectiveness as assessed by student evaluations; 
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2) they were largely confined to single institutions, 
3) they tended to mix data from different disciplines; and 
4) they relied on zero-order correlations and bivariate distributions, rather than on 
multivariate analyses (p. 294). 
Her study attempted to avoid these limitations. She conducted a national survey of 
3,968 faculty in the social sciences, which enabled her to analyse multiple indicators of 
research and teaching interests, time commitments and orientations and their relation 
to publication productivity (p. 295). Her findings clearly indicated that their was no 
association when publication productivity (le, weighted publications) were correlated 
with a number of independent variables (in effect, self- assessment). 
Fox argued that most studies correlated publications with student evaluations, but this 
gave a narrow focus to the meaning of 'effectiveness'. She preferred to correlate 
publication productivity with factors such as the importance of the departmental 
reward structure, the importance of aspects of academic roles and work, teaching 
loads, and time invested in various activities. Unfortunately, her explanation of these 
variables and her reasons for selectina them, were neither clearly explained nor well 
presented. Consequently, it is difficult to assess the validity of her study, but it is of 
some interest in that by adopting a less conventional method, she produced results that 
tended to confirm the findings of other studies. 
4.3.3. Weak relationshi 
One of the earliest studies that showed a weak positive association was that of 
Woodburne (1952). He examined the promotion and salary decisions of 32 staff in 
midwestern state university, all of whom had advanced at a pace "consistently more 
rapid than the average" (p. 377). He called this the 'superior' group which he then 
compared with a 'random' group. The superior group member tended to be a brilliant 
high-quality research worker, but in terms of teaching effectiveness, there was only a 
small difference between the two groups with the 'superior' group being slightly more 
successful. 
A study that also showed a slight positive relationship was that of McDaniel and 
Feldhusen (1970). Student ratings were compared with scholarly production ie, 
books, articles, technical reports booklets, papers, and grants received. This was 
administered on a self-report basis. The results indicated that the most effective 
instructors were those who had not written any books and who wrote articles only as 
the second author. There was no relationship between grants received and teacher 
effectiveness. 
Based on the work of Bressler (1968), Stallinas and Singhal (1970) carried out a study 
among 121 instructors in Indiana University, and 128 instructors in the University of 
Illinois. They used student ratings and weighted publication counts, and although C 
there was a small, statistically significant correlation at the University of Illinois, this 
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was not the case at Indiana University. They came to the conclusion that there was insufficient proof to suggest that publications were related to good teaching. 
Bausell and Magoon (1972) [reported in Feldman, 1987] compared the number of '7' 
articles published by 105 instructors at the University of Delaware during the period 
1969-70 with the ratings obtained from student evaluations (r = 0.12), but where the 
teacher was the second author r=0.00, for a number of other publications, r=0.105 
and for the number of grants obtained, r=0.10, the average r being 0.07. 
Hicks (1974) compared 147 publishing and 312 non-publishing professors at San Jose 
State University and contrasted them with student ratings. Published professors were 
rated by students as significantly better teachers than the unpublished teachers. He 
concluded that while there was a positive relationship between research productivity 
and teacher effectiveness, the relationship that did exist was trivial. Using Hick's data, 
Feldman (1987) calculated that r=0.19. 
When Linsky and Strauss (1975) came to investigate the belief, they found that there 
were only nine empirical studies available one of which was grossly defective in design 
(that of Frumkin and Howell, 1954). They took a national sample of 16 colleges and 
universities (for 1,422 faculty members) and used two measures of research (weighted 
publication scores over a 20 year period and citation scores over a ten year period), 
and they then compared them with student evaluations. Their data showed a high 
degree of independence between teaching and research performance (r = 0.04 for C) 
publications, and r=-0.05 for citations). 
Faia's data (1976) were obtained from a national survey undertaken during the 
academic year 1972-73 from a representative group of 301 institutions, and it resulted 
in 53,034 usable questionnaires being returned from faculty members (a response rate 
of 49%). Teaching proficiency was measured by comparing faculty who had received 
an outstanding teaching award with those who had not, and research output with their 
publication output over a two year period. The results showed that in those 
institutions where research was not strong, the professors who received outstanding 
teaching awards were most likely to publish. There was a similar relationship in the 
more research oriented institutions, but that it tended to be much weaker. Faia 
concluded that there was a degree of complementarity between research and the 
receipt of teaching awards, but that it was considerably diminished in those institutions 
where research was strongly supported. 
Faia's findings were plausible. In those institutions that were strongly orientated to 4 
research, there would be considerable pressure to publish, and the effort required may 
be at the expense of teaching. By contrast, those institutions that were less research 
orientated may have Put more effort into teaching, and it may be that only a few 
individuals were successful at both activities. 
Hoyt and Spangler's data (1976) were obtained from the natural -mathemat i cal sciences 
(9-3 faculty members), and the social sciences (90 faculty members) at Kansas State 
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University. Teaching effectiveness was measured by using student evaluations and Z 11 
research in terms of time commitment and accomplishment as assessed by 
departmental heads. The results were mixed. Feldman (1987) calculated that the 
average r=0.17. There was a positive correlation for natural-science faculty and a 
negative one for social science faculty, but r was not calculated separately. 
Research was carried out at Macalester College, a small private liberal art college in St 
Paul, Minnesota by Rossman (1976). A total of 206 graduating seniors replied to a 
question about the most stimulating course that they had taken, and just over 200 of 
them also responded by giving the name of a teacher whom they felt had contributed 
most to their educational/professional development. These responses were then 
compared with the publication records (assessed by members of the faculty personnel 
committee) of those faculty named by the students. Rossman reports that the findings 
did not give very much support to the idea that publication productivity and 
outstanding teaching were positively related. 
Goldsmid et al (1977) examined _335 
'top ranking' nominees for distinguished teaching C) 
awards at the University of North Carolina-Chapel Hill during the period 1972-74. 
They compared their weighted publishing record with all other colleagues of the same C) 
academic rank in the nominee's department. They found that research and publication 
were compatible with superior teaching, and that most teachers nominated for awards 
(at each rank) published as much or more than their non-nominated departmental 
colleagues of the same rank. 
Marsh and Overall (1979) conducted a study among 183 faculty members in the 
Division of Social Studies at the University of Southern California. Student 
evaluations of teaching were correlated with the faculty members' self-ratings of their 
scholarly production. According to Feldman's calculations (1987: p. 236), r=0.14. C 
Teague's study (1981) was different. Over a two year period (the actual years were 
not disclosed), he compared nine faculty who had received outstanding teaching 
awards at the University of Maryland, College Park Campus with their 'non- 
instructional professional productivity' grouped under four general categories (books, 
articles, conference presentations and other creative efforts, and grants or contracts 
received). The amount of data disclosed in Teague's article is somewhat limited, but 
he argued that his findings added some support to the idea that the best teachers were 
also the most productive scholars. 
Centra (1983) undertook a study based on two samples. The first sample involved 
2,973 faculty members and 61 four-year colleges and universities, including liberal arts 
colleges, state universities, and doct oral- granting universities. The second sample 
involved 1,623 faculty members at ten four-year colleges and universities. Centra used 
the number of publications achieved by faculty members over the previous five years 
and correlated them with student ratingys of teacher effectiveness. In the first study, r 
0.10 while in tile second study, r=-0.07. 
57 
Teachers on social science courses were the only group for which there were 
consistent though modest relationships between the number of published articles and 
student ratings of teaching effectiveness or course values. The correlation was I=> I=> insignificant except for teachers of humanities and on professional courses (such as 
those offered in business or education departments), and in the natural sciences. 
Centra argued that the spillover effects of research on teaching, a general ability and 
energy factor, or other reasons for a possible link between research and teaching 
performance could account in part for the correlations for social sciences teachers, but 
he was unsure why this did not apply to other disciplines. His overall conclusion was 
that the relationship between research and teaching performance was either non- 
existent or too modest to assume that one necessarily enhanced the other. 
Friedrich and Michalak (1983') conducted a much smaller study than Centra (1983) at 
Franklin and Marshall College, a liberal arts college in Pennsylvania with a student 
body of 2,000 and 125 faculty. The data on scholarship (as they called it) were drawn 
from the college's annual review procedure (a form of peer review) averaged over the 
five-year period prior to the time that teaching effectiveness was assessed (ie, 1972 to 
1977). The data on teaching were obtained from student evaluation forms at the end 
of 1977. Only 74 faculty member cases were considered because not all of the 125 
faculty had been employed at the college throughout the five year period. The 
relationship between research productivity and teaching effectiveness showed a 
correlation of r=0.17 ie, as far as the students were concerned, faculty members who 
had been more productive researchers over the five year period were only slightly 
the semester in which the data were gathered than the non- better teachers during 
researchers. In other words, research only accounted for 2.89% of the variation in 
teaching effectiveness. 4 
A similar small scale study was carried out by Rushton et al (1983) among 52 full-time 
psychology professors who were or who had been at the University of Western 
Ontario during the period 1974-79. Using student evaluation returns and comparing 
them with publication and citation counts they found that there was a correlation of r= 
0.10 between the number of publications and teacher effectiveness, but r=-0.24 when 
citations were used instead of publications. They concluded that their findings were 
consistent with previous research, and that there was no relationship between research 
productivity and student ratings of teaching. 
Many of the studies reviewed so far in this section were incorporated into a major 
study by Feldman (1987), including a number of other studies that are reviewed in Z Section 4.3.4. Feldman traced some 50 American studies that had been carried out 
between 1950 and 1984 into research productivity and teaching effectiveness, and he 
attempted to incorporate the details into a comprehensive statistical meta-analytic 
study. He found, however, that many of the studies either did not disclose enough 
data or they lacked statistical rigOLir, so he was only able to include 29 of the studies. 
These were as follows- 
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Usher (1966); Bresler (1968); McDaniel and Feldhusen (1970); Stallings and 
Singhal (1970, Study 1), Stallings and Singhal (1970, Study 2)- Bausell and 
Magoon (1972); Harry and Goldner (1972); Stavridis (1972); Aleamoni and 
Yimer (1973); Braunstein and Benston (1973); Clark (1973); Siegfried and White 
(1973), Hicks (1974); Linsky and Straus (1975); Marquardt et al (1975); 
McCullagh and Roy (1975); Dent and Lewis (1976); Faia (1976); Hoyt and 
Spangler (1976); Wood and DeLorme (1976); Frey (1978); Wood (1978): 
Freedman et al (1979); Marsh and Overall (1979); Centra (1983, Study 1); Centra 
(1983, Study 2); Friedrich and Michalak (1983); Rushton et al (1983, Study 1); 
and Hoffman (1984). 
Feldman's work is invaluable, because he was able to use a great deal of data from a 
considerable number of studies. It is one of the most comprehensive and detailed 
attempts ever made to relate effective teaching to research output, and although his 
work has some considerable limitations (as he himself conceded), it is worth 
summarising in some detail. 
By carrying out an extensive consolidation exercise, Feldman found that the average I 
correlation across these 29 studies was r=0.12. Although this correlation was not 
large, he argued that it was still statistically significant. 
As some of the 29 studies used varying indicators of research and scholarly 
production, Feldman also examined whether the association varied by type of 
indicator. He found that 21 of the 29 studies used scholarly publications of faculty 
members to measure productivity, and that the average correlation coefficient across 
these types of studies was r=0.1 Ten out of the 21 studies used the teacher's 
current productivity (the exact number of years varied according to the study). Here, 
the average correlation was again r=0.13. Eleven of the 21 studies concentrated on 
lifetime or total career productivity where the average correlation was r=0.14. 
In order to measure research productivity, two studies used research support (based on 
the receipt of research grants). The average correlation was r=0.17. In four other 
studies, research productivity was judged by the faculty member's departmental head 
(sometimes assisted by the dean of the college), the average correlation then being r 
0.15. Five studies used citation counts (this was considered to be more of an indicator 
of quality rather than quantity), and this method gave an average correlation of r=- 
0.002. Hence Feldman concluded that citation counts as a measure of research activity 
did not appear to be related to teacher effectiveness. 
Feldman provided a very detailed analysis of all of these studies, and this enabled him 
to come to a number of, heavily qualified conclusions. These may be summarised as 
follows: 
Scholarly accomplishment or research productivity of college and university 
faculty members was only slightly associated with teaching proficiency. 4n Cý 
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2) There were only a very few studies that had a statistically inverse association 
between research productivity and instructional effectiveness. 
3) The average correlation was r=0.12 for those 29 studies where the product- 
moment correlation or whose results could be converted into such correlations,, 
and that this small positive correlation held good irrespective of which measure 
was used for counting publications apart from citation counts (which he argued 
was an attempt to measure quality). 
Productivity in research did not seem to detract from being an effective teacher. 
5) Research productivity did have a positive influence on teacher effectiveness, the 
main factors affected being as follows: C 
(a) knowledge of the subject (r = 0.21)- ID I (b) preparation and organisation (r = 0.19); 
(c) clarity of course objectives and requirements (r = 0.18); and 
(d) intellectual expansiveness (r = 0.15). 
6) Research productivity also had an effect (albeit much smaller) on the following: 
(a) clarity and understandableness (r = 0.11); 
(b) perceived impact on the course (r = 0.10); 
(c) encouragement of independent thought and intellectual challenge (r = 0.09); 
(d) stimulation of interest (r = 0.08); 
(e) the value, relevance and usefulness of the supplementary materials and teaching 
aids (r = 0.08), and 
(f) the nature and value of the course material (including its usefulness and 
relevance) (r = 0.06). 
(g) Research productivity and teacher effectiveness was not significantly affected by 
or associated with the followina: 11) 
(a) class size, 
(b) elective subjects, 
(c) academic rank, 
(d) general ability-, and 
(e) personality. 
8) No study examined the relationship in respect of age. 
9) Active researchers were no more or no less likely than non- researchers to be 
friendly in class, show concern for students, encourage discussions, be open to 
the opinion of others, sensitive to class level and progress, intellectually narrow, 4 
assign over-speciallsed course material, or be too sophisticated for students. Zln 
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10) Time spent on research did not detract from instructional effectiveness, and more 
time spent on teaching did not necessarily lead to improved student evaluations. 
1) Personality traits such as supportiveness, tolerance, and warmth were associated 
inversely with research productivity, and positively with teaching effectiveness. 
12) Increases in research productivity may have benefited certain pedagogical 
practices, but it was possible that faculty of superior ability tended to be good at 
both research and teaching (any counter-balancing negative factors being weak: 
these factors, being supportiveness, tolerance and warmth). 
13) Positive associations between research productivity and instructional 
effectiveness may have varied by circumstances and by condition. A tentative 
conclusion was reached that a positive correlation was more likely to occur in the 
humanities and the social sciences than in the sciences, and in colleges weaker in 
research. It may also have been positively correlated in certain departments, 
academic divisions or disciplines in sorne schools, while negatively correlated in 
others. 
Although Feldman's study was based on a comprehensive collection of previous 
studies, he accepted that it had not been possible for him to eliminate all the 
uncertainties. He was also aware that there were many problems inherent in his own 
analysis eg, in some cases, a smaller number of studies, was included than was I desirable, he had to use some indirect and unsatisfactory indicators, and some disparate 
and scattered sets of data had to be drawn together in a piecemeal fashion. 
Allowing for all of the uncertainties and problems inherent in his study, however, he 
was able to come to a most important conclusion: that there did appear to be a small 
POSITIVE association between research productivity or scholarly accomplishment of 
faculty members and their teaching effectiveness as assessed by their students. In other C 
words,, an involvement in research may have had a marginal beneficial effect on 
teaching performance. 
There is no doubt, however, that while Feldman's study was a highly significant one, it 
contained a number of methodological weaknesses. It also consisted entirely of North 
American studies, so his results may not necessarily be valid for the United Kingdom. 
Following Feldman's meta-analysis of 1987, there appears to have been few similar 
studies undertaken in North America. One exception is a very recent study by 
Volkwein and Carbone (1994). The authors claimed that this was the first study to 
measure the research and teaching climates of INDIVIDUAL departments. They also 1: ) 
examined the relationship between the research and teaching climates and 
undergraduate outcomes. 
The study was carried out in 27 different academic departments at one American 
university (the name was not disclosed) for an eight year period (1978-86). A survey 
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response was obtained from 655 randomly selected seniors who entered as freshmen in 
the period 1978 to 1982 and who graduated between 1982 and 1986. Interviews were 
conducted with deans and chairs, and additional data were also obtained from various 
faculty and university sources. The department research climate was measured by 
adopting a combination of the number of research grants applied for, the number of 
research grants obtained, a deans' rating, and an estimate made by a panel of four 
university people about disciplMe-specific standards reflecting scholarly productivity. 
The main findings that arise from this study may be summarised. as follows: 
There was little evidence to support the argument that research enhanced 
teaching, but there was even less evidence to indicate that research was harmful 
to teaching, 
2) The study confiri-ned earlier studies (eg, that of Feldman: 1987) that there was a 
low positive correlation between teaching effectiveness, and research and 
scholarly productivity. 
3) A vigorous departmental research orientation by itself was neither beneficial nor 
detrimental to the academic experiences of students. However, it did have a 
beneficial effect on the academic integration and intellectual growth of 
undergraduate majors when it was combined with attention to teaching 
responsibilities. 
The study did not examine the university as a whole, but the authors argued that their 
findings led them to suspect that a vigorous research culture by itself was neither 
beneficial nor harmful to students. 
Volkwein and Carbone's study is an unusual one, because it examined research and 
teaching at tile departmental level. It did, of course, have some weaknesses eg, it was 
based partly on a questionnaire survey ofaraduating seniors, and on peer assessment Z) 4-7 by faculty mernbers. Nonetheless, it is useful because it was one of the few studies to 
examine the relationship between research and teaching at the departmental level. 
4.3.4 Strongl,, er relationship 
A few American studies have shown a stronger correlation between research 
productivity and teaching effectiveness than the ones reviewed in the previous two 
sub-sections. Although they may be statistically significant, most of them still indicate 
only a weak variation between the variables. The studies reviewed in this sub-section 
include those where r=0.20 and above, or where the authors claim their studies show 
a particularly strong relationship (even though it may not be clear what this actually 
means). 
Riley et al (1950) used knowledge of the subject obtained from student ratings and 
compared it with the publication record of faculty (based on the presence or absence of 
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published works). Their results showed that there was a partial relationship between 
research ability and student ratings. They concluded that research ability did have real bearing upon the students' perception of a good teacher. 
Usher (1966) in a study forming part of an exploration into the perceptual 
characteristics of selected college professors, compared the publication record of 26 Z) 
full-time faculty members in the College of Education at the University of Florida with 
student ratings. He discovered that there was a positive correlation of r=0.23 which 
he concluded meant that there was little or no relationship between the research and 
publication activities of college faculty members and their teaching effectiveness as C) 
judged by students. 
Bressler's study (1968) was one of the earlier studies that attempted to correlate 
faculty publication output with student ratings. He conducted his survey at Tufts 
University in the academic year 1965-66 among some 130 faculty members. Bressler 
came to the conclusion that the students rated as their best instructors those faculty 
members who had published articles and who had received (or were receiving) 
government support for research. His study was, however, subject to a great deal of 
criticism, most notably by Queresh (1969) and Stallings and Singhal (1970) on the 
grounds that the data collection method was not disclosed, and that the study lacked a 
rigorous statistical analysis. 
Nonetheless, Ahern's study (1969) appeared to confirm those of Bressler. He 
compared 75 teachers in 14 New England institutions of higher education who had 
received awards for outstanding teachin . 
He discovered that on average the Z) 9 
recipients were greater publishers of articles and books than were teachers generally. 
Stavridis (1972) also conducted another small study among 3 )2 faculty members in the C College of Education at Arizona State University who were primarily responsible for 
teaching undergraduates. When student ratincys were correlated with the total number AZ 1ý 
of publications weighted by type of publication, r=0.27. 
Clark (19733) suggested in her study of 45 full-time members 1=> of staff at 
West College 
with an enrolment of 1,200 students on arts, science, business, and education courses, 
that there was a positive sikgýnificant correlation (r = 0.30) between the faculty's 
publication records and the ratings obtained from students. Similarly, Lasher and 
Vogt's study (1974) of 120 faculty members at Bowling Green State University tested 
a number of hypotheses by using student ratings against a number of characteristics, 
including an involvement in non-teaching activities ie, research and/or public service. 
The conclusion reached was that there was a statistically significant relationship 
between student evaluation of teachino, effectiveness and an involvement in non- 
teaching activities. Marquardt et al (1975) also came to a similar conclusion. In their C) 
study, which consisted of 91 course sections in a college of commerce, r=0.25. 1 
Wood and Delorme (1976) carried out a study over the period 1971-73 in the College 
of Business Administration at the University of Georgia involving 69 faculty members 
in the departments of accounting, economics,, finance insurance management, 
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marketing, and real estate. In assessing teaching effectiveness, they attempted to 
formulate a more complex model than many other studies. Thus they took into 
account not only research productivity (measured by the number of articles or books 
accepted for publication or published during their survey period), but also faculty 
ability (assessed by departmental chairman during the first and third years of the study) 
and professorial rank. 
Their results showed that while research may have increased teaching effectiveness, as 
r was only = to 0.39 other factors (such as faculty ability and professorial rank) 
needed to be included in the equation- R then became 0.57. The inclusion of these 
additional variables meant that the model could still only explain 33% of the variance 
in teaching effectiveness among the faculty members that they had investigated. They 
concluded that there must be other significant factors that contributed to teaching 
effectiveness,, but that they had been unable to capture and estimate them. 
Frey's study (1978) was somewhat different. He compared student ratings with the 
citations' record of ) 36 professors and six associate professors in biochemistry, biology, 
chemistry, geology, and physics at Northwestern University. The stu'dent evaluations 
were based on two factors- (1) 'pedagogical skill' eg, advanced planning, presentation 
clarity, and increased student knowledge; and (2) 'rapport' eg, class discussion, 
grading, and the availability of help. In total, 26,787 ratings were obtained from 1,298 
classes. 
The results showed that r=0.37 when citations were correlated with the pedagogical 
skill factor,, but when citations were correlated with rapport, r=-0.23. However, if 
the pedagogical skill factors were combined with the rapport factors, and then 
correlated with citations, r=0.07 ie, the 'true' relationship was masked when a set of 
positive correlates was combined with a set of negative correlates. This is an 
important point, because although 'pedagogical skills' may relate closely to research, it 
is unlikely that this is true of factors relating to 'rapport'. Thus those studies that 
include a wide range of factors may bias the overall result because some may not relate 
closely to research (this point was covered earlier in Section 4.3.3 when reviewing 
Feldman's 1987 study). However, the problem is that a very narrow interpretation of 
'teaching effectiveness' would be obtained if teaching skills that did not relate closely to 
research were not included in the analysis. 
Notwithstanding this point, Freedi-nan et al (1979) obtained ratings from 10,738 I 
students relating to 129 instructors teaching 334 classes at a northern university, and 
compared them with the weighted publication record of each instructor. The results 
showed a positive correlation of r=0.23. 
Stumpf et al (1979) used 10,738 student ratings of 129 different instructors at a large 
northeastern university, and compared them with their weighted publication record. 
The correlation was r=0.2-33. Their overall conclusion was that research publications 
were not vital to achieve good ratings. 4 
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Michalak and Friedrich (198 1) undertook a study at Franklin and Marshall College, a 
small liberal arts college in Lancaster, Pennsylvania. The college had about 2,000 
students and 125 faculty. They used a detailed publication count method plus a 
citations' index to measure research productivity and correlated them with a 
combination of student and graduating student evaluations, student feedback, course 
syllabi, and observation of teaching. The correlation was r=0.33. They concluded 
that although the relationship was not a strong one, faculty members who were active 
researchers tended to be sornewhat better teachers. Although the relationship was 
strongest in the lowest rank of the faculty and weakest in the highest, it varied across 
disciplines. It was also moderately strong in the social sciences and the humanities, but 
there was hardly any relationship in the natural sciences. 
In 1980, Hoffman (1984) surveyed 65 faculty members in the College of Education at 
the Florida Atlantic University. He compared student evaluations with weighted 
research publications eg, articles, books, chapters, and monographs in refereed and 
non-refereed journals, works in a specialised form such as musical and artistic 
productions, grants written and funded; attendance at and participation in professional 
meetings; and other items of significance, such as awards, prizes and special 
recognition by the professional community. He found that r=0.25, and his I=> 
conclusion was that faculty with higher research ratings did tend to receive lower 
student evaluations. 
A recent study that relates specifically to accounting was carried out by Bell et al 
(1993). They undertook what they claimed to be the first ever large study of the 
association between teachina effectiveness and research productivity for accounting I=> 
educators. Their research method was very similar to that adopted in many of the 
other studies reviewed in this section viz, student evaluations were compared with 
publication records. 
Their study included 473 accounting faculty members at '31 American universities. 
Teaching effectiveness was determined by using a combination of student evaluations 
and accounting department administrators' ratings. Research productivity was 
measured by using publication records (text books, articles published in selected Z 
research oriented journals, practice oriented journals, and other journals). 
The results were surprising (at least compared with other similar studies). They may 
be surnmarised as follows- 
There was a positive, statistically reliable, association between accounting 
teaching effectiveness and research productivity, and this did not vary either with 
the student or administrator evaluations of teaching effectiveness (r was not 
disclosed in the article, so it is not possible to judge the strength of the apparent I C) 
relationship). 
2) There was no statistically significant evidence supporting any negative association Z: ) I-) 
between research productivity and teaching effectiveness. 
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3) There were statistically significant differences between the most and least 
productive researchers on all subscales used in the survey ie, instructor 
preparation, instructor ability to explain, instructor knowledge of the subject, 
instructor availability to students, and breadth of coverage. 
4) The administrators' ratino-s showed that there were only two statistically Z=> significant differences between the most and the least productive researchers 
(subject matter knowledge, and breadth of coverage). 
5) The student ratings showed that the strongest positive associations were between 
research productivity and instructor preparation, instructor knowledge of the 
subject, and breadth of coverc-cige. C) 
6) The correlations based on administrator ratings consistently pointed to a positive 
teaching effect iveness/re search productivity relationship for knowledge of the 4- 
subject, and breadth of coverage. 
7) Publications in major research journals showed the most consistent positive 
association with teaching effectiveness. 
8) Teaching effectiveness measures were sometimes correlated with publications in 
practice journals for those faculty that had few publications in major research 
journals. 
9) Current text book authorship was often positively associated with teaching 
effectiveness when administrator rating were used, but there was no evidence of 
any negative association with student ratings. 
The authors concluded their study by arguing that the specific implications of their 
results depended upon wliether it was believed that lecturers who excelled at one task 
were generally good at other tasks, or whether there was a synergistic relationship 
between teaching and research. They accepted that their study did not enable these Z: ) 
two possibilities to be disentangled. 
4.3.5 SummaEy 
This section has reviewed a considerable number of American studies that have 
attempted to investigate the relationship between research productivity and teaching Cý 
effectiveness. A summary is provided in Appendix 4.1. 
Most of these studies are very similar, and they can be criticised on a number of 
grounds. The main ones are as follows- 
Quantitative analyses may not be sophisticated enough to be able to capture the 
complex relationship that exists between research and teaching. 
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2) An involvement in research may have a different impact on teaching depending 
upon the type of institution, the discipline, the course, the subject, and the level. 
3) The period adopted for measuring research activities may be too short in which to 
measure the time involved in conceiving, investigating, writing up, and publishing 
the results of a particular research project. 
4) Research activity is difficult to measure objectively because: 
(a) publication counts do not reflect the differences between different outlets or the 
quality of the research, and the use of weights introduces additional subjectivity 
into the analysis-, 
(b) self, colleague, head of department, administrator, and other forms of peer 
ratings are highly subjective, 
(c) grants and awards received may not reflect the differences between disciplines 
(eg, medicine compared with accounting), and non-grant/awarding work may 
not be taken into account, 
(d) citation counts are questionable because not all publications are indexed, and 
not all research is cited. 
5) Different groups may have different perceptions of what may be 'effective' 
teaching. Thus students may rate lecturers highly if they are approachable, 
whereas heads of departments may regard meeting the course objectives as being 
more relevant. However, if specific factors are correlated against research 
activity the definition of teaching effectiveness becomes very narrow. While 
students are probably the only group that is in a position to observe regularly a 
teacher's performance, they can only do so from their perspective. Similarly, 
heads of department can only assess teaching effectiveness on what they think is 
important from their perspective, and they may have to rely on informal feedback. 
6) Positive and negative relationships between varying factors in general C) 
questionnaires may cancel each other out, thereby giving the impression that 
there is no (or little) overall impact. 
7) Student and other types of questionnaires can be biased because they may have 
been designed for another purpose, or they may ask only the questions that the 
researcher thinks are important. 
8) The duties that teachers undertake are very varied, and many of them do not 
have any obvious relationship with research eg, serving on committees, and 
dealing with correspondence. Such duties may not be known to students and 
they may not be in a position to assess them. Hence it is unfair to assess the' 
effectiveness of individual teachers if their performance is based on only a narrow 
range of their required duties. 
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9) Surveys of teaching effectiveness often relate to a short time period, or to one 
group of respondents. Ideally, measurements ought to be taken over an extended 
period, and with different groups of participants. 
The American studies reviewed in this section are clearly of some interest, but the 
results must be treated with some caution because of their inherent methodological 
problems. Nonetheless, while none of them have been able to produce some 
conclusive evidence that an involvement in research is a vital ingredient of good 
teaching, there does appear to be a general indication that research may have a sli ht 9 
beneficial effect. 
4.4 OTHER COUNTRIES 
There have been a number of research and teaching studies carried out in other 
overseasl countries besides the United States of America, most notably in Australia. 
In 1987, for example, Moses (1989) conducted a questionnaire survey among 34 
teaching-research staff in the University of Queensland. Her survey was spread across 
five subject areas: Law, Pharmacy, Chemistry, English, and Engineering. The study 
was based largely on staff self-evaluation, and student assessment. Although 90% of 
all lecturers agreed that their teaching was enhanced by research, the students thought 
that those staff who conducted research and who were prolific publishers were no 
better or no worse teachers than the no n- researchers. 
Another study carried out in Australia was that by Neumann (1992). She interviewed 
33 senior academic administrators (ranging from vice-chancellors to heads of 
departments), covering the humanities, sciences, social sciences and professional areas 
in a number of Australian universities which she regarded as having a well established 
research role. She asked two main questions of her interviewees: 
Is there a connection between an academic's research role and his/her teaching 
role? 
If so, what is the connection? 
Arising from the interviews, she was able to establish that there were multiple, positive 
and bi-directional links between the teaching and research areas of academic life, and 
that three broad types of connection could be distinguished: 
(a) The tangible connection. I- 
This related to the transmission of advanced knowledge and the most recent 
fa ct s. 
(b) The intangible connection. 
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This connection could be broken down into two sub-levels: 
(i) the development in students of an approach and an attitude towards 
knowledge; and 
(ii) the provision of a stimulating and rejuvenating milieu for academics. 
(c) The global connection. 
This connection describes the interaction between research and teaching at the 
departmental level (instead of at the individual level). 
Her findings indicated that there was a strong belief in the SYMBIOTIC relationship 
between research and teaching among senior academic administrators ie, they believed 
that research benefited teaching, and that teaching benefited research. 
Ramsden and Moses (1992) also attempted to examine the association between 
research and teaching in higher education. Theysenta questionnaire to full-time staff C 
working in 18 Australian higher education institutions, the sample being drawn from a 
number of subject areas viz, health sciences (excluding medicine), science, mathematics 
and computing, engineering, humanities, social sciences, economics and commerce, 
and law. A usable response rate of 50% was obtained (890 questionnaires). 
This data were supplemented by student ratings obtained from a course experience 
questionnaire. Ramsden and Moses then applied a series of statistical tests to all of 
the data. Their conclusions may be summarised as follows. 
A relatively small number of staff were responsible for research output, and many 
staff produced little or nothIng. There were also substantial differences between 
subject areas eg, science staff produced twice as much as arts' specialists. 
2) There was a small (non-significant) positive association between research and 10 
teaching for those staff who worked in colleges, although across the sample as a 
whole., there were significant inverse relationships. There was a clear indication 
of a negative association between teaching and research in all subject areas, C) 
especially in the humanities, but less so in the sciences and the social sciences. 
3) At the departmental level, there was a small negative association between 
research and teaching (except in the case of the colleges of advanced education, 
where there was a small positive association, although it was based on only a few 
observations). The data su, ', Ygested that highly productive research 
departments 
were populated by staff who were on average less effective teachers (and vice 
versa). 
4) There appeared to be one quite large group of staff (mainly in the universities) 
who were effective at both teaching and research, but the data did not support a C) 
causal interpretation of the association ie, there were some staff who just 
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happened to be good at both activities, and one did not necessarily cause the 
other. 
Ramsden and Moses concluded that there was no functional association between high 
research output and effective undergraduate teaching. However, their study was based I 
on self-assessment of teaching effectiveness matched against publication output, and as 
they themselves accepted, the conclusion that they reached depended upon the 
indicators used for measurina teachincy and research. C) Z) 
The belief about research and teaching also appears to be strongly held in Denmark. In 
1984 and 1985, Jensen (1988) carried out structured interviews with 49 permanently 
appointed staff frorn Danish higher institutions and 10 unstructured interviews with 
tutors and course representatives. He also consulted annual reports, curricula, and 
other similar written material from the institutions involved. His conclusions were as 
follows: 
An interplay existed between research and teaching, but it did not depend on the 
level of teaching, the discipline, or the faculty concerned. 
2) Very few staff wanted to work in a purely research institution. 
3) The greatest significance of research was at the highest or further level of 
teaching where new problems were introduced, and where international bridges 
were built (especially in the natural sciences), and where students gained direct 
research experience. 
4) Teaching enabled the teacher to maintain a wide profile of the subject eg, in I taking up new research topics, and in enabling students to contribute directly to 
the research evolution of the institution. 
5) The inter-relationship between research and teaching was seen as important in 
terms of ensuring research remaining autonomous and not centrally directed (this 
point appears to be a wider one than the exploration of the symbiotic relationship 
of research and teaching). 
Jensen's study is subject to the sai-ne criticisms as many of the other studies reviewed in 
this chapter ie, it relied on the opinions of his interviewees, and it did not present any 
actual evidence. 
Gafni and Waks ('1978) carried out a quantitative study at the Israel Institute of 
Technology, their method being identical to that of many of the American studies 1=0 C) 
outlined earlier in the chapter ie, the correlation of research output (as measured by 
publications) with teaching effectiveness (as measured by student ratings). They used Cý 
16,599 student questionnaires in evaluating 259 teachers in various departments, and 
they then compared the student ratings with data of research productivity (based on 
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weighted output for various types of publications). They came to the following 
conclusions: 
Teaching quality as assessed by student ratings was practically independent of 
research productivity as measured by publications. 
2) The substantial negative correlation coefficient applied in respect of both rank 
and faculty. 
The authors themselves believed that their results were particularly interesting, largely 
because the research was carried out in an institute of technology: 
where the research activity appears vital for updating the teachers' knowledge 
(p. 842). 
It would appear, therefore, that there was a difference between what was required and 
what was accomplished. 
4.5 SUMMARY 
It is clear from the review of research and teaching studies outlined in this chapter that 
no stroncy evidence has been produced which either confirms or negates the belief that a) 
in order to be a good teacher it is necessary to be an active researcher. 
In the United Kingdom, few such studies have been attempted. This is contrast to the 
United States of America where over a period of at least 50 years very many attempts 
have been made to establish a relationship between research and teaching. There have 
been also been a few studies elsewhere eg, in Australia, Denmark and Israel, but 
researchers aenerally have not been able to establish any clear direct link. C> 
Most of the studies reviewed in this chapter have adopted a quantitative approach by 
attempting to correlate statistically research output with teaching effectiveness. The 
most popular method of measuring research activity has been to adopt some form of 
publication count, and to measure teaching effectiveness by using student evaluations. 
In some studies, these measures have been supplemented by other methods, especially 
by peer, head of department, and administrator assessment. Such studies have taken 
place in different types of educational institutions either across or within specific 
disciplines. Some of them have used very large samples, and some of them small ones. 
Irrespective of the techniques adopted, however, the results have indicated that there 
appears to be no particularly significant positive correlation between research activity 
and teaching effectiveness. Nonetheless, apart from those studies that have used 
citation counts as a measure of research activity, there does not appear to be a 
NEGATIVE relationship. The overall conclusion must be, therefore, that research 
may possibly have a sliolit beneficial effect on teaching performance. 
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All of these studies can be subject to some general criticisms, as well as to some more 
specific ones depending upon the precise research method adopted. However, one 
factor in particular may be relevant to those that use a number of characteristics in 
assessing teaching effectiveness. When these various characteristics are combined and 
then correlated with research activity, some characteristics may be positive and some 
may be negative, although overall they may cancel each other out. This was a problem 
highlighted by Feldman (1987) in his study which showed that the AVERAGE 
correlation was r=0.12. 
Some studies have tried to avoid this problem by only including those characteristics 
that the participants are in a position to judge. Unfortunately, this approach can lead 
to a very narrow ranoe of factors being included in the analysis. Thus it cannot be C) ZD 
assumed that a strong correlation between (say) knowledge and research output results C) in more effective teaching, because other factors (such as communication skills, and 
helpfulness to Students) may also have to be taken into account. 
A research method needs to be devised, therefore, which avoids the major problems 
arising from quantitative studies that attempt to correlate research productivity with 
some proxy for teaching effectiveness. The next chapter makes such an attempt. 
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CHAPTER5 
RIF, SEARCH METHOD AND METHODOLOGY 
5.0 INTRODUCTION 
It was clear from the material presented in the last chapter that there have been few 
studies carried out in the United Kingdom into investigating the belief about research 
and teaching. While much more work has been done in the United States, most of the 
American studies have not been able to establish a clear and strong link between 
research and 'teachina effectiveness'. Furthermore as the American system of higher 
education is different from that in the United Kingdom (Fulton and Trow, 1974; 
Newstead, 1990), it is doubtful whether what might be true in the United States is 
necessarily true in the United King1dom. Although there have been some studies in 
other countries, including ones that do have much more of a British tradition (such as 
Australia), researchers elsewhere have also not been able to produce any convincing 
evidence. 
This particular study is one of the first major British investigations into the belief about 
research and teaching, and the first one to deal with the specific discipline of 
accounting. It was decided to select and restrict the study to ACCOUNTING, partly 
because as an accounting lecturer I have a strong professional interest in the outcome, 
and partly because since accounting is a relatively new university subject in Britain, it 
was thought that it would be fascinating to see to what extent it might have absorbed 
the norms and cultures of much older university disciplines. 
Before conducting such a study, it would first be helpful to explore some of the 
philosophical considerations relating to the selection of a research method. It may then 
be possible to avoid many of the weaknesses inherent in the research method adopted 
in the types of American studies reviewed in the last chapter. This chapter has, 
therefore, four main aims- (1) to provide a philosophical underpinning for the selection 
of a research method suitable for adoption in this study; (2) to formulate some research 
questions and hypotheses; (3 )) to determine an appropriate research method; and (4) to 
select some practical research techniques. 
This chapter is divided into five main sections. Section 5.1 explores the philosophy 
behind the selection of a research method. Section 5.2 outlines some definitional 
problems that have to be dealt with in a project of this nature. Section 5.3 considers 
the issues involved in the selection of an appropriate research method) while Section 
5.4 conducts a similar examination into the selection of suitable research techniques. 
Section 5.5 provides a surnmary of the chapter. 
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5.1 PHILOSOPHICAL FOUNDATIONS 
5.1.1 Background 
Easterby-Smith et al (1991) argued that the failure to think through philosophical 
issues can seriously affect the quality of research (p. 21). Although they were 
commenting about management research, the same point may be made about other 
types of research. Indeed, Cohen and Manion (1989) contended that education issues 
in the western world had progressed fitfully and unevenly precisely because the 
PRINCIPLES of research had been ignored (p. 5). Easterby-Smith et al (1991) 
suggested that there were three reasons why an understanding of philosophical issues 
could be useful in conductiiia research (p. 21): Z) 
1) Research designs could be clarified. 
2) Workable and unworkable research designs could be recognised. 
3) New research designs could be identified or created. Z 
The authors were not very clear what they meant by a 'research design'. However, 
Kerlinger (1986) offered the following definition: 
... the plan and structure of investigation (sic) conceived so as to obtain answers 
to research questions (p. 83). 
The identification and creation of new research designs appears particularly relevant in 
respect of educational research. Cohen and Manion (1989) conceded that the adoption 
of social science methods during the last few years had resulted in some modest 
advances beino- made in studying educational problems. However, they believed that I=> lt: l this had led to the absorption of two competing views of the social sciences (pp. 5-6): 
A traditional view. The proponents of this view regard the social sciences as 
being essentially the same as the natural sciences. Thus the social sciences are C 
also concerned with discovering natural and universal laws that regulate and 
determine individual and social behaviour. 
2) A radical view. The supporters of this view emphasise that people differ from 
each other and from inanimate natural phenomena. However, they accept the 
rigour of the natural sciences, and they share in the concern of the traditional 
social sciences for describing and explaining human behaviour. 
Tuthill and Ashton (19833) attached the labels REALIST and IDEALIST to these 
views (p. 6), and they gave rise to what May (1993) called "schools of thought" (p. 5). 4 it is from such schools that two main research methods can be derived. These two 
schools are usually referred to as POSITIVISM and PHENOMENOLOGY, ) and they 
will be reviewed briefly in the following two sub-sections. 
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5.1.2 Positivism 
The positivist school of thought regards the social world as similar to the world of I natural phenomena. Gill and Johnson (1991) defined it as: 
An approach that emphasizes the use of the methods presumed to be used in the 
natural sciences (p. 166). 
This reflects Comte's view that: 
... that there can be no real knowledge but that which is based on observed fact (quoted in Easterby-Smith et al, 1991: p. 22). 
The authors argued that this led to two assumptions: 
1) reality is external and objective, and 
2) knowledge is only of significance if it is based on observations of external reality. 
It follows that sensation, reflection, and intuition do not form part of positivism. As 
Cohen and Manion (1989) put it - 
Investigators adopting an objectivist (or positivist) approach to the social world ... 
treat it like the world of natural phenomena as being hard, real and external to the 
individual 
... (P. 8). 
The strengths and weaknesses of positivisi-n (based on Easterby-Smith et al, 1991: p. 4- 32) may be summarised as follows- 
Strengths 
1) clear, factual, and understandable, 
2) wide coverage possible; 
3) economical, 
4) relatively easy and fast to implement; and 
5) highly relevant to certain types of decision-making. 
Weaknesses 
inflexible and artificial, 
2) ineffective in understanding processes or the significance attached to actions; 
3) easy to draw wrong conclusions- 
4) unhelpful in generating theories; and 
5) historical data are unreliable in determining future policies. 
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5.1.3 Phenomenology 
According to Easterby-Smith et al (1991), phenomenology has developed as a 
distinctive paradigm over the 150 years (p. 23). Gill and Johnson (1991) defined 
phenomenology as 
A study of how things appear to people - how people experience the world 
(p. 166). 
Easterby-Smith et al (1991) argued (p. 24) that this paradigm developed because it 
was evident that major scientific discoveries were not produced by a logical and 
rational application of the scientific method (p. 24). Rather, such discoveries resulted 
from independent and creative thinking which went beyond the boundaries of existing 
knowledge. The authors asserted that the starting point for a phenomenological study 
began with the acceptance that individuals place different constructions and meanings 
upon what they experience. Thus instead of searching for causes and fundamental 
laws, an attempt should be made to understand and explain why individuals have 
different experiences. Social science is, therefore, seen as a subjective rather than an 
objective undertaking. Thus it is capable of dealing with the direct experience of 
people in specific contexts (Cohen and Manion, 1989: p. 27). As Frankfort-Nachmias 
and Nachmias (1992) put it - 
Qualitative researchers attempt to understand behavior (sic) and institutions by 
getting to know the persons involved and their values, rituals, symbols, beliefs and 
emotions (p. 242). 
The strengths and weaknesses of the phenomenological approach (adapted from 
Easterby-Smith et al, 1991: p. 332) may be summarised as follows: 
Strengths 
1) changes in processes can be examined over a period of time; C) 
2) it is possible to explore in some depth what individuals mean; 
3) new issues and ideas can be accommodated as they emerge; 
4) contributions can be made to the evolution of new theories; 
5) data gathering takes place in a natural environment. 
Weaknesses 
1) data collection can take Lip a great deal of time and resources; Z7) 
2) the data may be difficult to analyse and interpret; 
3) the pace, progress, and end-points are much harder to control; 
4) phenomenological studies are not always regarded as being credible. 
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5.1.4 Summary 
It would appear from the philosophical analysis reviewed above that in selecting an 
appropriate research method there is a clear and distinct choice between positivism and 
phenomenology. However, as Jankowicz (1991) pointed out (p. 159), no method is 
entirely quantitative or qualitative, although positivism tends to be more quantitatively 
orientated, while phenomenology adopts a more qualitative approach. 
The quantitative approach deals with facts and figgUres. This approach is particularly 
appealing to an accountant who is perhaps drawn intuitively more towards the 4 
positivist approach rather than towards phenomenology. However, the subject under 
investigation is essentially about behaviour, and the main variables (research and 
teaching) are not easy to measure- what is 'good' teaching, for example, is very much a 4- C) 
matter of individual *udgement (as perhaps 'good' anything else). It is clear, therefore J :, 
that as this study is more concerned with individual beliefs and perceptions, a 
phenomenological approach would be much more appropriate. 
The selection of a suitable research method cannot, of course, be determined purely on 
philosophical grounds, because other considerations have to be taken into account, 
such as feasibility and practicality. Nonetheless, the review carried out in this section 
has been helpful in focusing on the selection of an appropriate research design. The I 
actual choice will be determined in Section 5. -3 3. 
5.2 DEFINITIONAL PROBLEMS 
The basic belief about research and teaching is normally expressed in terms of 'in order 
to be a good teacher it is necessary to be an active researcher'. This statement poses a 
number of questions which are rarely raised by those who support it. In higher 
education it is not altogether clear what is meant by 'teaching'. Often it appears to be 
confined purely to classroom duties and other associated tasks (see, for example, Fox, 
1984) but it perhaps should be defined much more widely so as to include, INTER 
ALIA, the following responsibilities- 
the preparation, delivery, conduct, and management of lectures, seminars, 
tutorials, and work-shops, 
2) the setting and marking of assignments and examination papers; 
3) the supervision and marking of dissertations and theses (whether wholly or 
partially reseai-ch-based)', 
4) the supervision of students out on placement, 
5) advice to students on module, subject, or course matters; 
6) advice to students on personal matters, 
7) advice to students on their future careers, 
8) the preparation, attendance and participation in meetings relating to the module, 
the subject, and the course, 
9) the development of module, subject and course material; and 
77 
10) participation in the development of new courses. 
The above list is by no means exhaustive. It is confined to matters that relate directly 
to 'teaching', and so it does not include participation in a wide range of other 
educational and professional activities and developments, such as attending courses 
and conferences (Elton, 1975. p. 55), and participating in professional body activities. 
Nonetheless, the list gives an indication of the problem of determining what is meant 
by 'good' teaching. If the definition of teaching is to be extended beyond (say) 
classroom duties, then it might be possible for some teachers to be poor classroom 
performers but highly efficient departmental administrators. The students may regard 
such teachers as 'bad', but senior academics within the institution might rate them as 
being 'good'. It depends, therefore, on what basis and by whom they are being judged 
before it can be determined whether any lecturer is agood' or a'bad'teacher. 
As was indicated in the last chapter, the assessment of 'teaching effectiveness' has been 
well researched in America, and that there are various means to measure it. Murray 
(1984) argued that the most common method of evaluating teaching in North t) 
American universities was by using student ratings. Indeed, Entwistle and Tait (1990) 
reported that there had emanated mainly from North America and Australia "a 
voluminous literature" (p. 169) on the subject, Marsh (1987) confirmed that literally 
thousands of papers had been written on it (p. 260), while Hooper and Page (1986) 
also made a similar point (pp. 58-59) Other methods adopted have also involved 
alumni ratings, self-valuations or self-reports, colleague ratings, videotapes of 
classroom performance, and student achievement (Centra, 1980). Prior to 1972 there 
was little interest in Britain on the evaluation of teaching by students (Powell, 1972), 
but twenty years later, the situation was somewhat different. According to Fox 
(1994), it was then becoming standard practice in UK universities to monitor the 
teaching function by using a "lecturer effectiveness questionnaire" (p. 249). Z) 
Similar problems anse in defining and measuring 'research'. There is no single agreed 
definition of research (Carter, 1980- pp. 94-95; Ball, 1989: pp. 210-212). Some 
lecturers regard it as being simply part of the work that goes into the preparation of 
their lectures or tutorials ecy, what should be included and how it should be presented. 
Other lecturers define it much more narrowly, and regard it as a formal investigation 
into a search for new knowledge. Under the first definition, lecturers could well argue 
that they were 'active' researchers simply because they spent a great deal of their time 
preparing for their classes. 4- 
However, if research is defined much more narrowly, then it might be possible to look 
for some external evidence of lecturers' research activities. This could perhaps be in 
the form of conference papers or published articles. Research is sometimes measured 
either by counting the NUMBER of publications (Gray et al, 1987) or their QUALITY 
(Rudd, 1988; Gillett, 1989). This can be done by a variety of means such as the 
number of papers and books published, the number of professional meetings attended, 
the number of citations achieved, the amount of research funding obtained, peer 
evaluations, the number of PhD and Masters' deggree students supervised, the number 
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of invited papers, the number of guest lectures given, and the offices held in 
professional organisations (West et al, 1980, Johnes and Taylor, 1991; Gray and 
Helliar, 1994). 
The problem of defining what is meant by 'good', 'teacher', 'active', and 'research' poses 
considerable problems in investigating the belief about research and teaching. Flood 
Page (1989) suggested that the belief should be broken down into a set of testable hypotheses, although he accepted that this would not be a simple matter (p. 171). The 
main difficulty arises because if a wide definition of (say) teaching is adopted, then 
there may be many individuals who can determine a teacher's performance eg, 
students, colleagues, heads of department, senior academics, administrators, external 
examiners, and external assessors. There is no one individual who may be in a position 
to assess a teacher's overall performance, and there is little agreement on how this can 
be done (Cox, 1994). Furthermore, the judgement of individuals may also be 
questioned; for example, students may not like a teacher who makes them work very 
hard, and a senior academic may have a low opinion of a lecturer who does not reply 
to correspondence. 
With these definitional problems in rnind, it is now possible to examine a number of 
research methods that could be adopted in this project. 
5.3 SELECTION OF A METHOD 
5.3.1 Quantitative approach 
It is very tempting to opt for a quantitative approach in order to carry out this study. 
The collection of data in the form of numbers, and then collating, tabulating, and 
assessing them is intuitively appealing. Information presented in the form of statistics 
appears highly credible and satisfying, although accountants know that much of the 
conventional data with which they deal are highly suspect (see, for example, Griffiths, C) 1986; Jameson, 1988; Smith, 1992). 
It would be possible to set up a quantitative study by adopting a research method such 
as the ones used in many of the American studies that were reviewed in the last 
chapter. This could be done by either examining the general belief in respect of a Z) Zn 
number of disciplines in one institution, or on the basis of a single discipline study 
(such as accounting) in several institutions (see, for example, Schwartz, 1977). There 
would undoubtedly be problems of gaining access to various institutions, but it is likely 
that sorne UK universities would acyree to take part in such a project. 
Unfortunately, assuming that a number of universities would agree to take part, the 
research method adopted in these various overseas' studies is philosophically flawed, 
mainly because they try to quantify what are basically beliefs and feelings. Thus it is 
not surprising that none of the American studies has been able to offer any evidence of C-) 
a strong statistical relationship between teaching effectiveness and research output 
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(irrespective of the method adopted in attempting to measure these variables). Most 
previous researchers have tried to prove the belief by correlating publication outputs 
and student ratings. The assumption behind this approach is that those who publish 
the most are likely to achieve the highest student ratings, and that they are, therefore, 
the most effective teachers. However, as Rudd (1988) pointed out, while it is true that 
students can be expected to identify unintelligible teaching, their judgement is based on 
short-term gains ie, whether their grades are good rather than concentrating on the 
longer-term good (p. 46). Another definitional problem arises because different forms 
of learning are measured: the grades achieved will depend on what kind of learning is C 
measured eg, whether it is short or long term, or surface or deep learning (Ramsden 
and Entwistle, 198 1). 
The approach to this type of research may also be misdirected. While it is true that the 
assertion 'it is not possible to be a good teacher unless one is also engaged in research' 
may be considered to be a theory because it is capable of being tested (Blum and Foos, 
1986), the investigation should also be capable of proving that the theory is wrong ie, 
it must be FALSIFIABLE (Popper, 1959). This is a very important point, because no 
matter how much data are collected, a theory cannot be proved true, only that it is 
false. Hence the theory about teaching and research could be falsified by searching for 
one good teacher who was not a researcher. This point is very similar to Popper's 
suggestion that if researchers set out to prove that all swans are white, then they Olt: ) 
should try to find a black one (Gill and Johnson, 199 1: p. -3) 1-32). 
5.3.2 Qualitative approach 
This study is about people ie, lecturers and students. It relates to a belief about 
teaching and research, and it cannot deal in identifiable and indisputable facts. This 
leads to a conclusion that a qualitative approach is more appropriate for this type of 
study (Neumann, 1990). As Cohen and Manion (1989) pointed out, a 
phenomenological Study is'. 
... a theoretical point of view that advocates the study of 
direct experience taken 
at face value; and one which sees behaviour as determined by the phenomena of 
experience rather than by external, objective and physically described reality (p. 
31). 
Nonetheless, as argued in Section 5. L-3 there are some difficulties in adopting a 1=) 
qualitative approach eu, the data are usually difficult to collect, there may be problems 1. ) in summarising the results, and it is not always easy to extract some meaning from 
them. It would also be impossible to PROVE that active research is an essential 
ingredient of good teaching, but then the quantitative approaches adopted to date have 
also failed in this respect. It is perhaps for this reason that Elton (1986) argued very 
strongly that the validity and reliability of this type of work had to be seriously 4 
questioned because it assumed that research and teaching capabilities could be rated 
quantitatively, each on a single dimension, and that the rating scales could be valid and 
"' 00) made reliable (p. ) 
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Hence the problem needs to be looked at from a different perspective. It can be 
asserted that if it were true that an involvement in research is essential in order to be a 
good teacher, then there must be some factor (or factors) which can only be achieved 
by doing research. As far as this study is concerned, it will be assumed that there is 
only one such factor, and that it will be convenient to refer to it as 'Factor X. 
5.3.3 Main research methods 
In order to isolate Factor Xa research method has to be selected which will enable it 
to be identified and separated from all the other non-exclusive benefits that research 
may give to teaching. It is not always clear what is meant by a 'research method'. 
Jankowicz (199 1) defined it as being: 
A systematic and orderly approach towards the collection of data so that 
information can be obtained fi-orn those data (p. 269). 
A research method may, therefore, be regarded as an APPROACH to collecting data. 0 Jankowicz warned about confusing the term with 'research methodology'. He argued Z) 
that 'methodology' was somewhat different, and that it was not a high powered word 4: 0 for'method'. (p. 160). He defined methodology as: 
The analysis of, and rationale for, the particular method used in a project (p. 269). 
Thus in this study, for the sake of clarity and to avoid confusion, METHOD will be 
used in the context of an APPROACH to research, while METHODOLOGY will be 
used when justifying a particular research method. 
Once the terminology is clear it is possible to consider the research methods that are 
available to the researcher. Jankowicz (1991)) identified four main ones (p. 158): 
Historical surveys: this method is used to collect and analyse data that relate to 
past events and issues. 
2) Field experiments: this method is used in situations where several variables can be 
identified, and where it is possible to observe the impact that they have on each 
other. 
3) Surveys: survey methods are normally used to explore current issues, and they 
are often directed at relatively large groups of people. 
4) Case studies: this method is used in order to examine both past and present 
issues within either a single or a multiple group organisational structure.. 
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5.3.4 Research questions 
In practice, it is not always easy to determine which research method to adopt. Yin 
(1989) argued that the selection of a method (which he called strategies) depended 
upon three conditions: 
the type of research questions posed, 
2) the extent of control the researcher has over actual behavioural events; and 
3) the degree of focus on conternporary as opposed to historical events. 
He illustrated his argument by providing a table outlining relevant situations for 
different research strategies. Yin was dealing with social science research, so his Table 
1.1 (p. 17) has been adapted to complement Jankowiczs classification (1991) of the 
main research methods outlined in Section 5.3.3. The outcome is shown in Table 5.1. 
TABLE 5.1 
RELEVANT SITUATIONS FOR DIFFERENT RESEARCH METHODS 
STRATEGY FORM OF CONTROL OVER FOCUS ON 
RESEARCH BEHAVIOURAL CONTEMP 
QUESTION EVENTS -ORARY 
EVENTS 
(1) Historical how, why no no 
surveys 
(2) Field how, why yes yes 
experiments 
(3) Surveys who, what*, no yes 
where, how many, 
how much 
(4) Case studies how, why no yes 
* 'What questions apply to all four methods if they form part of an exploratory 
study. 
(Adapted from Yin, 1989, p. 17) 
Thus in devising an appropriate research method the first requirement is to form some Z- 
research questions of the 'who, 'what', 'where', 'how' and 'why' variety. The main aim 
of this study is to determine whether it is necessary to be an active researcher in order 
to be a good ACCOUNTING teacher. The overall research question can, therefore, 
be stated as follows- 
Is it necessary to be an active researcher in order to be a good accounting teacher? 
The following specific research questions then arise from this overall research 
question: 
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Is good accounting teaciiing dependent upon an active involvement in research? I=> 
2) And if so, does it apply at both an individual level and a departmental/institutional 
level? 
Both of these questions require some explanation. First, research question (1). The 
phrase 'dependent upon' reflects an assertion that it is impossible for good teaching to 
take place unless a teacher is also actively engaged in research. 
Research question 2) has been included because some researchers (eg, OECD, 1981; 
Williams, 1984; Elton, 1986. Schuller, 1991; Volkwein and Carbone, 1994)) have 
suggested that students may benefit indirectly from studying in a department or an 
institution where there is a research culture. Such authors tend to be sceptical of the 
view that there is a DIRECT relationship between the research that individual lecturers 
engage in and the impact that the research has on their teaching. They believe that the 
benefit to the students comes indirectly as a result of working in a research orientated 
environment. 
The two specific research questions formulated above are of the 'how' and 'why' 
format. they are not 'who', 'what', and 'where' questions. The first question, for 
example, could be rephrased as- 
How (or why) does accounting research benefit teaching? 
The second question could be rephrased as- 
How (or why) do students benefit from studying in a research environment? 
Three of the remaining four listed research methods lend themselves to'how' and'why' 
questions (historical Surveys, field experiments, and case studies),, but Yin (1989) 
suggested that two other conditions OLI(-Yllt to be considered. I=> 
1) whether the focus is on contemporary events; and 
2) the extent to which behavloural events can be controlled. 
A historical survey obviously focuses on past events, while field experiments require 
the researcher to be in control of behavioural events. Thus as this study is largely 
about contemporary events, it would appear that the case study method is the most 
appropriate research approach. The main reasons for arriving at this conclusion may 
be summarised as follows- 
1) the research questions are of the 'how' and 'why' type, 
2) any actual beliavioural events cannot be controlled; and 
3) the study focuses oil contemporary events relating to accounting teaching and tý 
research. 
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Yin (1989) regarded a case study as an empirical inquiry that investigated a 
contemporary phenomenon within a real-life context where the boundaries between 
phenomena and context were not clearly evident, and in which multiple sources of 
evidence could be used (p. 23). There are, of course, a number of weaknesses inherent 
in the case study method eg, individuals or groups may not be representative, and 
hence any evidence supporting a hypothesis may be discounted as the results may not __)I C 
be generalised to a larger population (Black, 1993: p. 62). However, Yin (1989) 
argued against what he referred to as the "traditional prejudices against the case study 
strategy" (p. 21) which lie COLinter-attacked as follows: 
A lack of rigour. This criticism is not unique to case studies, but Yin argued that 
case study researchers must work hard to avoid this accusation being levelled at 
them. 
2) Case studies provide very little basis for scientific generalisation. Yin again 
argued that a case study was no different from trying to generalise from a single 
scientific experiment. In his view, case studies were like experiments ie, they 
were only generalisable to theoretical propositions and not to populations or 
universes. Hence the goal of the investigator was not to enumerate frequencies, CID but to generalise theories. I 
3) Case studies take too long to undertake, and they result in massive, unreadable I documents. Yin argued that this was not a fault of the research method, and it 
was up to the researcher to control such eventualities. 
Good case studies are difficult to accomplish. This criticism is again not a 
weakness of the method but perhaps of those researchers who adopt them. 
Thus it would appear that there is only one serious defect inherent in the case study 
method ie, it does not provide the basis for scientific general i sations. However, the 
case study method does appears to be suitable for a study of this nature, and so 
notwithstanding the problem about generallsing from a specific case, it is proposed to 4. Z) 
adopt it for this project. 
5.3.5 The formulation of hypotheses 
Black (1993) suggested that following the framing of an overall question and some 1-7) 
statement of the specific research questions, the next stage in the design of an 
education research project is to formLilate a number of hypotheses (p. 6). Arising from 
the research questions posed in the previous sub-section, therefore, it is now possible 
to formulate some hypotheses. They are as follows: 
HI Accounting lecturers can only be good teachers if they are also actively 
engaged in research. I 
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H2 The teaching of accounting is enhanced when lecturers are involved in 
research. 
H3 The students' learning experience is enriched if they are studying in a C) department that has a strong research culture. 
H4 The students' learning experience is improved if they attend an institution 1-1) 
that is research orientated. 
Once the research questions have been determined, a research method selected, and 
some hypotheses framed, the next stage in the research process is to review the types 
of research techniques that are available to the researcher. 
5.4 RESEARCH TECHNIQUES 
5.4.1 Background 
Jankowicz (1991 ) defined a research technique as- 
A step-by-step procedure for grathering and analysing data (p. 270). 1. ) Z. ý C) 
He identified three groups of research techniques that were relevant for both 
quantitative and qualitative research, and it will be convenient to use his classification 
in order to outline those that are more qualitatively based. 
5.4.2 Structured techniques 
There are three main types of fully structured techniques- 
1) Structured interviews 
Structured face-to-face interviews involve putting the same pre-determined questions, C> 
using the same wording, and in the same order to each interviewee. Frankfort- 
Nachmias and Nachrnias (1992) argued that its main advantage is that it ensures that I=> 
any variation between respondents is attributable to them and not to variations in the 
interview (p. 224). The disadvantages are that it imposes a rigidity on the interview, 
responses cannot be followed up, and further issues are not explored. 
2) Telephone interviews 
Telephone interviews may be necessary where it is difficult or impracticable to arrange 
a face-to-face interview, perhaps because a prospective interviewee has moved to 
another location or he/she has changed jobs. The procedure is similar to structured 
interviews, so it has similar advantages and disadvantages. However, telephone 
it may be difficult to contact the interviewee, the interviews have additional problems- 
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personal touch is missing, the reaction of the interviewee cannot be gauged, reliance is 
placed on the memory of interviewees, and they may not be able to consult any other 
sources about points raised during the interview. Nonetheless, a telephone interview 
may be a reasonable substitute if a face-to-face cannot be arranged. 
3) Postal interviews 
A postal interview would only be used as part of a case study approach in similar 
circumstances to telephone interviews ie, when it is difficult to make personal contact 
with a prospective interviewee. Postal interviews have similar problems, but they also 
have the added disadvantage that it may be even more difficult to obtain a response, I-) 
and they are also highly impersonal. However, one advantage is that they do not have 
to rely on the memory of the interviewee. 
5.4.3 Semi-structured techniques 
There are four main semi- structured techniques- 
1) Conversations 
This technique simply involves having an informal conversation with an individual, 
although the interviewee will try to steer the conversation along some pre-determined 
lines. The technique allows matters to be explored in depth, and those that are of 
particular relevance to the project can be followed up with some detailed questioning. 
Each conversation would obviously be different, and this means that it may be 
particularly difficult to analyse the data. 
2) Semi-structured interviews 
Semi-structured interviews involves taking an interviewee through a series of pre- 
determined questions, but unlike the structured interview, only the same general 
questions need be asked, the wording and order of questions may vary, and some may 
be omitted altogether. Serni-structured interviews are much easier to handle, to direct, 
and to analyse than conversational interviews. Their main advantage is that although 
they follow a broad structure, they do allow for some flexibility However, the 
interviewer needs to be skilled at drawing out the real views of the interviewees, and 
the data can be quite difficult to analyse if the interview becomes almost a 
conversation. 
3) Key informant interviews 
These interviews are similar to semi-structured interviews except that the interviewees 
are chosen because they hold either idiosyncratic views or specialist knowledge. 
Especial care is needed, therefore, in interpreting and analysing the interviewees' 
comments, because by definition, their views will not necessarily be typical. 
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4) Focus groups C) 
The focus group technique is a controlled form of group discussion. Participants are 
invited to an informal meeting at which they are asked to discuss particular issues. A 
range of attitudes and views can be obtained, and the participants can be observed as 
they discuss them. However, it can be particularly difficult to control a group 
discussion, the views expressed may not be genuine or representative, it may not 
always be easy to recall what has been said (although the session may be recorded), 
and the data may be difficult to analyse. 
5.4.4 Additional techni-ques 
There are three main additional techniques. 
1) Observations 
Instead of depending on semi-structured and fully structured techniques, it may be 
possible to OBSERVE what Is going on. Wolcott (1988) indicated that participant- 
observation was such an integral part of fieldwork that some anthropologists might not Z: ) 
have thought to have included it in a list of explicit techniques (p. 193). Depending 
upon the nature of the project, the observational technique can be a very time- 
consuming, because the observations may have to be made over a number of weeks or 
months. 
2) Field experiments 
Field experiments may be used either as a main research method or as a research 
technique. They could be used in situations where events can be so structured that the 
researcher can exercise control over them (Jankowicz, 1991. p. 254). For example, 
different groups of people may be treated to different experiences, and the impact of 
those experiences on the various groups would be controlled and measured. In effect, 
the experiment then becomes a highly structured form of observation. I-) 
3) Repertory cyrid 4: ) 
Repertory grid is a form of structured interview undertaken with an individual or a 
group of individuals. However, the main responses come entirely from the 
interviewee, and thus the interviewer can pursue the assumptions and perceptions of 
the interviewee without imposing either pre-selected questions or specified answers on ID 
the person being interviewed. The technique, therefore, avoids interviewer bias that 
may be inherent in almost any offier form of interviewing. 
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5.4.5 Desirable criteria 
Before an appropriate research technique is selected for this study,, it would be help to 
outline the desirable criteria that such a technique should have. These may be 
summarised as follows: 
1) Practical 
As this study forms part of a PhD project, it is important that any technique chosen 
could be easily applied in those university accounting departments selected for 
investigation, and that it is likely to be acceptable to those involved in the case studies. 4- - Furthermore, it should not be too time-consuming to conduct, and it should be 
relatively inexpensive to implement. These requirement almost certainly mean that 
observational techniques and field experiments would have to be ruled out. 
2) Original data 
Data used in the project should be collected expressly for the purpose of the study, and 
not for any other reason. For example, student questionnaires completed (say) for 
course assessment requirements should be avoided. Thus any questionnaire used in the 
study should be designed especially for the project, Data collected for other purposes 
may contain weakness (eg, items may be missing, or the questions may have a different 
slant on them), and this means that there is a much greater risk that the eventual results 
will be challenged. It so happens, however, that all of the ten techniques listed above 
lend themselves to the collection of some original data, so this problem need not arise 
in the case of this project. 
3) Flexible 
As there is SO Much support for the belief that in order to be a good teacher it is 
necessary to be an active researcher, it is essential that every opportunity should be 
given to all participants in the stud), to establish their case. This means that it is 
desirable to avoid those techniques that do not enable the issues to be explored in 
some depth eg, structured interviews, postal interviews,, and telephone interviews. 
4) Controllable 
The amount of information collected should be capable of being controlled by the 
interviewer, otherwise there would be a danger that relevant data may be missed, and 
too much irrelevant material amassed. This would then mean that it would be difficult 
to analyse what data were relevant. Techniques that come into the non- controllable 
category include conversations, focus groups, observations, and field experiments. 
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5) Analysable 
The data collected should be relatively easy to analyse. Without this condition the 
project would be difficult to complete within a reasonable time-scale. Conversations, 
observations, and field experiments are unlikely to be able to meet this criterion. 
Table 5.2 provides a summary of the desirable criteria in a simplified format. As can 
be seen from the table, three of the research techniques meet all five criteria ie, semi- 
structured interviews, key informant interviews, and repertory grid. 
TABLE 5.2 
CRITERIA FOR THE SELECTION OF A RESEARCH TECHNIQUE 
Technique/criterion Practical Original 
data 
Flexible Controll- 
able 
Analys- 
able 
1) Structured interviews Yes Yes No Yes Yes 
2) Telephone interviews Yes Yes No Yes Yes 
3) Postal interviews Yes Yes No Yes Yes 
4) Conversations Yes Yes Yes No No 
5) Semi-structured 
interviews 
Yes Yes Yes Yes Yes 
6) Key informant 
interviews 
Yes Yes Yes Yes Yes 
7) Focus groups Yes Yes Yes No No 
8) Observations No Yes No No No 
9) Field experiments No Yes No Yes Yes 
10) Repertory grid Yes Yes Yes Yes Yes 
Note: The 'yes' and 'no'designations are only broad approximations. C) 
Table 5.2 must only be reagarded as a very general guide to the selection of a research 
technique, as each technique can only be matched against each criterion in relatively 
simple terms eg, the data appertaining from a structured interview is probably easier 
to control and to analyse than data obtained from a conversation. 
Since this study is a fairly specialist one, all interviews are likely to be key informant 
interviews, and so it is possible to include such interviews in the same category as 
semi-structured interviews This would then mean that two main research techniques 
could be might be particularly suitable for this project ie, semi-structured interviews, 
and repertory and. They need, therefore, to be considered in a little more detail. "D 
5.4.6 Serni-structured interviews 
As emphasised above, in view of the strong belief academics have in the impact 
research has on teaching I perfort-nance, 
it was considered most important that every 
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opportunity should be provided for participants to produce some evidence that 
supported their case. Structured interviews would not have allowed any detailed 
follow-up questions to be put to the interviewees, while a conversational approach 
could result in discussions that largely avoid the main issues. Hence a semi-structured 
approach would appear to be ideal- it would enable the interview to be controlled and 
directed within some clearly defined boundaries, while at the same time enabling 
interviewees to be challenged on any views that they put forward. 
The main disadvantage arising from this technique is that unless firm control in 
maintained over the interview, the discussion may degenerate to such an extent that the 
responses to some specific questions are lost in a welter of insignificant detail. This 
would then make the data very difficult to interpret (Easterby-Smith et al, 1991: p. 75). 
There are also some procedural problems inherent in conducting such interviews 
involving where, when, and how they should be organised (Lofland and Lofland, 1984: 
pp. 12-18). It is important to ensure that the interviewees feel comfortable and that 
they feel that they can speak fi-eely. (Millar, 1992: p. 125). This might be in the 
interviewees' own homes (Wraga,, 1978, pp. 4-5), or at least on territory, that they 
chose (such as their office), and at a time of their convenience. The interviews should 
not be able to be overheard, and no interruption should take place Once the interview 
has begun, the interviewer needs to ensure that the interviewee is able to relax, and 
although the interview would follow a series of questions, a flexible approach is 
recommended. (Hammersly and Atkinson, 1995: p. 152). 
A decision has also to be taken about whether notes should be taken, and whether it is 
advisable to tape record the interviews (Patton, 1980: pp. 247-249). If notes are not 
taken and if the interview is not recorded, the interviewer has to rely on his/her 
memory in order to recall the discussion. This might be very difficult if several 
interviews take place in one day, and also the opportunity may then be forgone of 
using verbatim quotations. 
Note taking is, however, very difficult to do during an interview, it can distract some 
interviewees, and in some cases they may even begin to dictate their responses. 
Tape recordino also has sorne problems. Depending upon the quality of the equipment 0 ZD 
and where the interview takes place, background interference can affect the audibility 
of the interview. Some interviewees are inhibited from speaking frankly and freely 
when their views are being recorded, and even short interviews take a long time to 
transcribe (although it may not always be necessary to do so). CID 
In practice, it may not be possible to create the ideal conditions for an interview, and it 
may be necessary to conduct some of them in a place and at a time that is particularly 
inconvenient. Most people are very busy, and it may be necessary for the researcher to 
decide whether a ten minute interview held in very difficult circumstances is preferable 
to not having any interview at all. 
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5.4.7 Repertoryg vid 
The repertory grid technique revolves around PERSONAL CONSTRUCT THEORY. 
Cohen and Manion (1989) argued that it was one of the most interesting theories of 
personality to have been developed this century (p. 336). It was put forward by Kelly 
(1955), and the theory is related very closely to his own experiences (Zuber-Skerritt, 
1991). Personal constructs are the ways in which individuals express the meaning that 
they intend (Jankowicz, 1991 
.-p. 2-3 3 5). The 
basic idea of the theory is that individuals 
have a limited number of ways in which they evaluate phenomena eg, people, events, 
or institutions. The latter are known as ELEMENTS. The way that individuals 
evaluate the elements are known as CONSTRUCTS. Constructs can be expressed in a 
bi-polar format eg, good versus bad (although they are not necessarily positive and 
negative), and they are usually described in the form of adjectives or phrases. Thus, 
for example, a person may be described as being 'kind' or 'cruel', or an institution 
thought of as 'giving speedy service' or 'never answering the telephone'. 
In compiling a grid, it is preferable to obtain the elements and constructs by means of a 0 face-to-face interview, because perceptions that are unclear can be explored with the 
interviewee. However, interviewees may also complete a grid unassisted (with or 
without the interviewer being present), or as a participant in a group session (Stewart 
and Stewart, 198 1). Table 5.2 is a simplified example of a completed grid. 
TABLE 5.3 
EXAMPLE OF A SIMPLIFIED COMPLETED GRID: TYPES OF 
TEACHER 
CONST- ELEMENTS CONST- 
RUCT RUCT 
Similarity Excell- Good Satisfact Not so Poor Contrast 
ent -ory good 5 
Personable 2 1 5 Does not 
talk 
Unsociable 5 1 2 2 1 Gregarious 
Experienced 1 2 2 4 5 Inexperi- 
enced 
Knowledg- 2 2 3 4 111 prepared 
eable 
Unhelpful 5 5 2 2 1 Cares 
Table 5.3 shows only five elements (one column each for an excellent teacher, a good 
teacher, a satisfactory teacher, a not so good teacher, and a poor teacher). In practice, 
more elements would probably be inserted. It should be noted that the elements may 
not always be given (Pope and Keen, 198 1. p. 40), but they might be in circumstances 
where (say) the researcher wanted to make comparisons between groups. In this 
example the elements have been provided, and the interviewee would then be required 
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to think of five teachers who met the descriptions listed at the top of the grid, although 
the identity of the teachers that he/she selected would not be disclosed to the 
interviewer. 
Once the interviewee had selected five teachers who met the various descriptions 
(teachers who were excellent, good, satisfactory, not so good, and poor), the next 
stage would be to ask him/her to think how the five teachers differ from each other as 
TEACHERS. It is easier to do this by using what is known as the triadic technique ie, 
two elements are compared with a third element. Table 5.3 shows that the first 
construct listed on the left hand side reads 'personable', while 'does not talk' is listed on 
the right hand side (it would not have mattered if these constructs had been entered the 
other way round). This particular construct might have been obtained by first 
comparing (say) a good and a satisfactory teacher with a poor teacher. If the 
interviewee cannot think of any more constructs arising from this comparison, then 
he/she would be asked to move on to compare and to contrast a further two elements 
against a third element. Table 5.3. lists only another four constructs, but no magic 
number can be indicated as the actual number depends upon the type of interviewee 
and the circumstances in which the interview takes place (Pope and Keen, 1981: p. 
44). 
The interviewee is also usually required to scale his/her constructs for each of the 
elements. This could be done on either a simple 1/2 or a +/- basis. Thus if a particular 
teacher was thought to relate more to a construct on the left hand pole, he/she would 
be rated I (or +), and if he/she was thought to lie more to the right hand pole, the 
rating would be 2 (or -). Table 53, uses a more sophisticated rating system using a 
Likert-type scale (Clegg, 1990- p. 129). The table indicates that a1 to 5 range has 
been chosen. Thus in respect of a particular construct, different types of teachers were 
thought to be more to the left-hand pole they would be rated I or 2, and if they were 
thought to be nearer to the right-hand pole, they would be rated 4 or 5. If they were 
thou ht to be neither to the left-hand nor the right-hand poles, then they would be 9 4=0 
rated 3. 
A completed grid containing a number of elements and constructs enables a detailed 
picture to be built-up of the perceptions that the interviewees have of particular 
elements and how they judge them. Table 5.3 ), for example, shows the characteristics 
of different types of teachers. The analysis can become complicated and confusing if 
there are many elements and constructs, and especially if positive and negative bi-polar 
constructs are sometimes placed on the left-hand pole and sometimes on the right-hand 
pole. Fortunately, there are computer programs now available which take the tedium 
out of co-ordinating the positive and negative constructs, and of analysing the grid 
(Pope and Keen, 1981 : pp. 5 8-63 )). 
Repertory grid is an extremely powerful way of ellcltlnc: ):, what individuals really think 
about particular issues, and it can reach their deepest emotions without them realising 
it. If the interviewer is taking the interviewee through a grid, for example, it is possible 
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to ask 'how' questions ('in what way does a teacher show she is kind? ') or 'why' 
questions. These can be much more penetrating; for example: 
Question- Why is it important to you that a good teacher should be kind? 
Answer- I get upset if I'm spoken to crossly. 
Question- Why do you get upset9 
Answer- I like to be spoken to nicely. 
Question: Why do you like to be spoken to nicely? 
Answer: Because it doesn't happen at home. 
Question: Why is that? 
Answer: My father shouts at me. 
Question: Why does he shout at you? 
Answer: He agets cross with my mother. 
... and so on. 
Repertory grid has several advantages and disadvanta es. These may be summarised 9 
as follows- 
Advantages 
It avoids interviewer bias, because unlike a questionnaire or structured interview, 
it is the interviewee who provides the data. 
2) By constantly asking interviewees 'how' and especially 'why' questions (as Z-7) 
illustrated above), the interviewer can explore in some depth what they mean and 
what they really believe. 
3) It provides a great deal of interpretable data. 
Disadvantages 
There are a number of practical problems. It is sometimes difficult for 
interviewees to know what is required eg, it is very easy to get confused over 
positive and negative constructs and to rate them incorrectly. However, it is 
possible for an interviewer to take interviewees throughout all the steps by asking 
them a series of questions (being careful to avoid suggesting any constructs to the 
interviewee), and then filling, in the grid for them as the interview progresses. I- 
2) The meaning of the bi-polar constructs may sometimes be misinterpreted. They 
are not necessarily negative and positive, and it is not It) always apparent why a 
relationship has been expressed between two constructs eg, in respect of an 
element referred to as 'teacher X, the construct could be 'kind' paired with 'plays 
football'. Can a teacher who plays football not be kind, or is it simply the way 
that that particular interviewee thought of two teachers when they were 
compared? Thus skill is needed in unravelling a potential mixture of constructs. 
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3) There is danger that the analysis of grids by computer may over-simplify and Z=) distort the relationships expressed by the interviewee, although the raw data are 
still left available for inspection and checking. 
Nonetheless, despite these disadvantages, it is clear that repertory grid is an eminently 
practical and suitable method for an investigation about individual beliefs, and there is 
no reason why it could not be used in this study. 
5.4.8 The decision 
The conduct of a case study investigating the belief about research and teaching would 0 inevitably mean contacting not just the lecturers working in a particular department, 
but also the students whom they teach. 
As emphasised earlier, the success of the study will depend in part on the opportunity 
staff have had to present the reasons why research is clearly necessary in order to be a 
good teacher. The analysis conducted above clearly indicates that semi-structured 
interviews are an ideal technique for creating this opportunity. Such interviews do 
give the flexibility to explore issues at some length and in some depth, but within a 4: ) 
structured format. 
It is proposed, therefore, to adopt the semi-structured interviewing technique for 
interviewing the academic staff 
This technique could also be adopted for use with the students, but the questions that 
need to put to them would be less wide-ran,, c=y>ing than those that would be asked of the 
lecturers. Students, for example, would be asked questions about their teachers, 
whereas the lecturers would be questioned about the range of their teaching duties and 
research interests. Thus the repertory grid technique would be suitable for use with 
the students, but it could be a little too restrictive for use with the staff. 
As far as the students are concerned, repertory grid is likely to have some practical 
advantages. It would probably be quite difficult to arrange a series of Interviews with 
individual students in five different universities over a reasonable time-period, but 
repertory grid interviews can be conducted on a group basis. It is proposed, therefore, Z 
to adopt the repertory grid technique for interviewing the students. 
5.5. SUMMARY 
This chapter has explored the philosophical considerations underpinning the selection 
of an appropriate research method. Following a review of the belief research and 
teaching, it has also examined the various research methods and techniques that could Z) 
be adopted in carrying out the study. 
gued that fi-om a philosophical point of view, the selection of a research It was ar,,.,, I 
method depends upon whether a positivist paradigm was considered to be more 
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appropriate t an a phenomenolo(Ylcal one. In essence, the positivist method supports a 
more scientific or quantitative approach, while a phenomenological approach is more 
qualitatively based. Since this study is heavily orientated towards individuals and their 
perceptions (rather that towards hard facts and numbers), it was decided that a 
phenomenological approach was more appropriate. Support for this decision was 
obtained as a result of a review of the nature of the belief about research and teaching, 
and the practical difficulties involved in conducting research in this area. Hence on 
both philosophical and practical grounds it was decided to adopt a phenomenological 
(or qualitative) research approach. 
Various qualitative research methods were then considered viz, historical, field 
experiments, surveys, and case studies. After reviewing a number of theoretical and 
practical advantages and disadvantages of each method, and after framing some 
appropriate research questions and hypotheses, it appeared that the case study method 
of research would be appropriate. It was decided to limit the study to accounting 
(largely as a result of my own interest and involvement in the subject), and it was 
expected that it would be carried out In a number of universities. 
Once the research method had been determined, some consideration was given to the 
selection of an appropriate research technique. The advantages and disadvantages of 
ten possible techniques were reviewed: structured interviews, telephone interviews, 
postal interviews, conversation techniques, semi-structured interviews, key informant 
interviews, focus groups, observation techniques, field experiments, and repertory grid 
interviews. 
Following this review, a number of criteria were developed in order to provide some C) 
guidance for the selection of a select number of techniques. The conclusion reached 
was that semi-structured interviews should be used in talking to the academic staff, and 
repertory grid for interviewing students. Semi-structured interviews were seen as a 
ideal way for providing the opportunity for lecturers to discuss in some depth the 
nature of the relationship between research and teaching, while at the same time 
enabling the interviewer to keep control of the interview. Similarly, repertory grid was 
considered to be manageable and practical way of organising and eliciting the views of 
groups of students. 
This chapter has provided the philosophical and practical foundation for the study. 
The next chapter examines how the project was operationalised, and how the resultant 
data were analysed. 
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CHAPTER 6 
OPERATION AND ANALYTICAL PROCEDURE 
6.0 INTRODUCTION 
The last chapter outlined the philosophical considerations governing the selection of an 
appropriate method. After assessing their relevance in respect of this study, it was 
decided to adopt a qualitative approach. The various options were reviewed, and on 
both theoretical and practical grounds it was considered that the case study method 
was the most appropriate. Following a similar review of various research techniques, 
semi-structured interviews were selected as a suitable technique for obtaining 
information from the academic staff, and the repertory grid technique for eliciting data 
from students. 
This chapter examines the conduct of the case studies, and the method adopted in 
processing the data. It has four main sections. Section 6.1 describes the arrangements Z> 
made prior to conducting the case studies, while Section 6.2 outlines the way that they C) 
were actually organised. 6.33 explains how the data were analysed, and Section 6.4. 
summarises the chapter. 
6.1 THE PREPARATORY WORK 
6.1.1 Background 
At the time that the project began, it was not known whether the research questions 
and hypotheses were likely to be answered from investigating one accounting 
department in depth or whether it might be necessary to carry out a number of 
investigations. It was realised, of course, that if a number of investigations were to be 
conducted,, then there could be considerable cost and time implications. Initially, 
therefore, it was decided to undertake a pilot study and four other studies. The 
position would then be reviewed. If the research questions and hypotheses did not 
appear to have been answered witli some coherence and some consistency of results, 
then further studies would be carried out. As it transpired, the initial five studies did 
enable the research questions and hypotheses to be answered with some degree of 
confidence. 
6.1.2 Selection 
The 1992 British Accounting Review Research Register (Gray and Helliar, 1992) C) 
recorded that there were 1,3357 academic staff members in accounting and finance 
departments (or similar) in 101 UK and Eire universities and colleges (p. iii). There 
was, therefore, no shortage of possible accounting departments that could have been 
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used in this study. It would have been possible to select five departments at random, 
but as Yin (1989) pointed out (p. 4-3)), this would be to confuse case study work 
(which relies on ANALYTICAL generalisation) with survey research (which relies on 
STATISTICAL generalisation). It is not possible, therefore, to select a representative 
case or set of cases, since in analytical generalisation the researcher is attempting to 
generalise a particular set of results to some broader theory (p. 44). Hence in theory it 
would not have mattered which accounting departments were selected for study, but in 
practice there are sorne broad recognisable groupings eg, departments may be based in 
old or new universities, or they be more research based than teaching orientated. 
In selecting a number of departments, practical considerations had also to be borne in 
mind. Widely dispersed universities would have made the project unviable because of 
the time needed to visit them (probably on a number of occasions), as well as involving 
extra travelling and subsistence costs. It was decided, thereforel to restrict the choice 
to just one geographical region in the United Kingdom. It was considered unlikely that 
there would be sicynificant differences between ACCOUNTING departments arising 
from their geographical location, and hence any possibility that the selection of a group 
from one area would bias the results. In order to preserve the anonymity of all those 
academics and students who took part in the project, it is not proposed to disclose 
either the region or the nai-nes of the universities. 
Within the selected region there is , in 
fact, a considerable mix of different types of 
universities: some are very old and some are very new; some are extremely large and 
some are quite small; some have a world-wide reputation, while others are almost 
unknown outside their own immediate locality; some are based in a large city, while 
others have a more rural settirig. More specifically, some have a high reputation for 
their research, and others are more orientated towards teaching. The actual choice 
was not easy to make, but in order to make the selection less difficult, four criteria 
were eventually adopted: 
The investigation would be confined to UNDERGRADUATE accounting 
teaching. While many accounting departments are involved in postgraduate 
work, this is sometimes wholly of a research nature, and thus teaching (in the 
sense of classroom performance) does not have the same significance. It is also 
difficult to see how staff working at the postgraduate level could supervise 
dissertations and theses unless they themselves have had experience of 
undertaking some research (although this assertion might also apply to lecturers 
engaged in undergraduate dissertation work). Consequently, departments that 
did not have an undergraduate programme were not considered as potential case 
study material. 
2) As this project is about RESEARCH and teaching, it was believed that some 
useful contrasts might arise between research-based and teaching-orientated Z_ 
departments. The new universities created since 1992 (Great Britain, 1992a; 
1992b) have traditionally been regarded more as teaching universities than have In 
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the pre-1992 creations, so it was believed that it might be possible to make some 
interesting contrasts between the old and the new universities. 
3) It was thought that the agreement of a particular department was more likely to C be gained where I already knew some of the staff. 
The universities should be easily accessible. 
With these considerations in mind, five departments were provisionally chosen, but a 
number of other universities were held in reserve (although it did not eventually prove 
necessary to approach them). In order to preserve their anonymity, the five 
universities selected will be referred to respectively as Ash, Elm, Cedar, Oak and Pine. 
6.1.3 Makin contact 
One head of department had already made it known informally that he was willing to 
allow his department to be used as a pilot study, but a more formal approach had to be 
adopted in contacting the four other departments. Once they had been provisionally 
selected, each departmental head was telephoned, and a request was made for a 
meeting with him (they were all male). At this stage, as little detail as possible was 
given over the telephone. 
It was felt that the heads would more readily agree to the project if it were explained 
to them on a face-to-face basis, as there would then be an opportunity to deal in detail 
with any of their concems. It was recognised that they could have viewed the proposal C) 
very suspiciously, as details relating to departmental teaching and research can 
sometimes be re(larded as a highly sensitive issue. Hence the heads might not have 
welcomed the idea of a lecturer in another university coming to question their staff 
about their various duties. It was believed) therefore, that initially an informal personal 
approach was likely to be more successful than a more formal written one, especially 
when it was made absolutely clear that the project was part of a Ph-D programme at the 
University of Surrey, and that it was being closely supervised. 
As explained in Section 6.1.2, one of the reasons for selecting these five departments 
was because many of the staff knew me personally, and I knew most of the heads. 
There is no doubt that in work of this nature, the trust issue is important, and that it is 
better to select departments where there the researcher is known to the staff in the 
department. It is also of great importance to have the full co-operation and total 
support of departmental heads. The experience gained in this project shows that they 
are then more likely to take a personal interest in the study and to encourage their staff 
to do likewise. Indeed, although all five cases did run relatively smoothly, the two 
most satisfactory ones were in those departments where the head took personal 
responsibility for making all of the administrative arrangements viz, at Oak and at Pine. 
The initial telephone call was followed by a meeting with the four heads. These 
meetings took place over a four week period during November/December 1993. At 
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Elm, Oak, and Pine they took the form of an informal conversation with each head, 
although at Cedar two senior members of the department were also present. 
At each meeting the head was informed in broad outline of what would be required. 
He was advised that the procedures would involve conducting semi-structured 
interviews with a senior academic (or academics) in the university who had some 
overall responsibility for the accounting department (although the head could not, of 
course, speak for that individual), the head himself, and those lecturers who taught 
accounting on the final year of the accounting degree course (the reasons for this C It) limitation will be outlined later). 
It was explained that it was also intended to carry out a repertory grid session with a 
randomly selected group of eight final year accounting students. Bearing in mind the 
experience of Stewart and Stewart (1981) who had worked with groups of six and ten 
participants (p. 80; p. 101), eight students was considered to be a viable number for a 
session of this nature. While it would have been preferable to carry out the student 
interviews on a one-to-one basis (so that each student's constructs could then be 
explored with him/her in detail), it was accepted that this would be difficult for the 
department to orcyanise. It was also considered impractical to hold separate grid 
sessions with students, as all of the interviews needed to be carried out in the spring 
term of 1994. There was a dancyer that if they ran over into the summer term the 
students would then be too busy preparing for their examinations to find the time to 
participate (this did occur at Elm). 
Leaving the interviews to the spring of 1995 would have unduly delayed the project, 
and this was not considered a feasible option. Although they could have been held in 
the winter term of 1994, there would still have been some delay, but a more important 
disadvantage was that at that stage the students would not have had much time to get 
to know any new lecturers who were teaching them for the first time. As all the heads 
could not recall much or anything about repertory grid, it was necessary to spend some 
time explaining something, about the technique. They did not seem perturbed at what 
was generally regarded as a rather novel way of interviewing students. 
I also asked the heads if they would make available any departmental or university 
documentation that related to their accounting degree courses (or their equivalent). 
There was some concern expressed at this request, because they thought that some of 
the documents might be 'confidential', and they did not think that they could allow 
anyone outside their department to consult it. However, as this was not a requirement 
that was considered vital to the eventual outcome of the case studies,, the matter was 
not pressed at this stage of the project. I 
Following an explanation of the purpose of the research and what was required,, all the 
heads of department at Elm, Oak and Pine Universities respectively agreed in principle 
to allow their department to become involved, but they all made the point that the final 
decision would depend upon whether their colleagues were prepared to co-operate. 
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On returning home from each interview, a brief note was made in a 'Research Diary' of C) 
the impression gained by talking to the three heads. The following is an edited version I=> of some of the comments made at the time: 
Elm- Kept waiting. Listened impatiently. Agreed to his department's co- 
operation - although depends on individuals. Documentation - some may be 
confidential, but seemed willing to let me have a look at it. Did not seem to 
want to hear all my explanations, and made it clear that he wanted me to go as 
his next visitor had arrived. Thus a bit off-hand, but he seemed willing enough 
to co-operate [confirmed after Christmas (1993) by telephone]. 
Oak: Very welcoming. Seemed convinced it would be OK for me to use Oak 
for one of my case studies. Will check with staff and Professor XXX [a 
subsequent telephone call confirmed the proposed arrangements]. 
Pine: [The interview went so well that the diary entry consists of details 
concerning the department, and who would need to be contacted. ] Let YYY 
have details of project for (a) ZZZ [the senior academic] (b) lecturers (c) 
students [this was done]. Note. a letter was received from the head some nine 
days after the interview giving formal permission for the case study to go 
ahead, 
The written details about the project prepared for Pine's head (as requested by him) 
was also taken along to the interviews with the heads at Cedar, Oak and Elm,, and a 
copy was left with each of them. 
The interview with Cedar's head did not go as planned. The arrangements for a 
provisional informal interview with him were identical to those made with the other 
heads. However, as indicated earlier, when arriving for the interview the head 
informed me that he had asked his deputy and the senior lecturer in charge of 
departmental research to be present. This was extremely alarming, because it was 
immediately realised that it would be much easier for three people to engage in some 
detailed and persistent questioning about the project. It was not considered desirable 
at the preliminary meetings to go into too much detail in case the lecturers were given 
an indication of what they were expected to say at their subsequent interviews. 
The immediate fears were obviously justified. An edited version of the notes 
subsequently recorded in the Research Diary read as follows- 
Alarmed to find that lie (the head) had invited two colleagues to join us. Friendly 
reception, but grilled in detail about what I was trying to do and how I was going r-) 4-: ý 
to go about it. It meant that I had to go into much greater depth than I wanted, 
because they have now heard my ideas. If I interview anyone at [Cedar] they may 
have a strong notion of what I want (or think I want). 
My overall and conClUding impression was that they were very sceptical: 
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I think that it is unlikely that they will say "yes" - the chances are much less than 
even (say 40: 60). 
The later comment proved to be too pessimistic because a telephone call was received 
five days later informing rne that Cedar was willing to help with the project (recorded 
in the Research Diary as 'contrary to expectations'). However, it was realised that as a 
result of the detailed questioning at the initial interview with the head and his senior 
colleagues, there was a possibility of encountering some prepared answers and some 
pre-conceived notions when Cedar's staff were interviewed. Thus they might need to 
be subject to a great deal more intensive and critical questioning than elsewhere in 
order to elicit their real beliefs. 
The overall outcome of the preliminary interviews was highly satisfactory as all five C) departments initially selected agreed to take part in the project, and no other university 
needed to be approached. 
6.2 CONDUCTING THE CASE STUDIES 
6.2.1 The staff interviews 
6.2.1.1 Organisation 
As indicated in Section 6.1. -3 3, 
it was proposed to confine the interviews with the staff 
to the following personnel- I=> 
A senior acadernic (or academics) in the university who had some overall 
responsibility for the accounting department. It was believed that such an 
acadernic would be able to give a more focused and independent view of what 
was required by the university and what was actually happening in the 
department. 
2) The head of department. The head would be able to give an overall view of 
research, teaching and other duties within his department. 
3) Those lecturers who taught accounting on the final year of the accounting degree 
course (or equivalent, such as a business studies or a commerce degree). This 
decision was taken partly because it was postulated that the staff teaching at the 
final year level were more likely to have some research experience than those 
who taught on earlier years of the course, and partly because on grounds of cost 
and time it was necessary to restrict the interviews to a manageable number. 
I was left to arrange all of the interviews for myself (apart from at Cedar, where the 
senior lecturer responsible for research scheduled most of them for me). All of the 
pilot interviews were completed by the end of November 1993, except for one which 
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took place in January 1994. The interviews in the other four departments took place in 
the months of January 1994 through to May 1994 (although most were in the January 
to March period). 
There was no established pattern: the interviews were normally arranged over the 
telephone at a time to suit the interviewee. At Ash, Cedar and Oak, a private room 
was provided, but at both Elrn and Pine most interviews took place in the office of the 
interviewee. It was not always easy for some lecturers to find the time to be 
interviewed, and normally I had to agree with their arrangements even if they were far 
from ideal for interview purposes eg. sometimes there was considerable background 
interference (which had an effect on the quality of the tape recording), and sometimes 
there were interruptions caused by other visitors arriving or the telephone ringing. 
Nonetheless, most of the interviews were conducted without any major problems 
arising, and I was fortunate that they proceeded so remarkably smoothly. Indeed, 
there was no evidence to indicate that any of the interviewees felt uncomfortable with 
the logistical arrangements, and no interview had to be abandoned. 
There were some frustrations. Sometimes, for example, a single interview might have 
been arranged for one day in one university, and I would arrive only to find that the 
lecturer concerned had either forgotten about it, or he/she was ill. There were a 
number of such abortive journeys. 
A total of 49 semi-structured interviews were carried out, the details of which are 
shown in Table 6.1 
TABLE 6.1 
STAFF INTERVIEWS UNDERTAKEN 
UNIVERSITY STAFF 
Senior 
Academics 
N 
Heads of 
department 
N 
Lecturers 
N 
Total 
N 
Ash 2 1 7 10 
Cedar 1 1 8 10 
Elm I I 11 13 
Oak 2 1 5 8 
Pine 1 1 6 8 
Total 7 5 37 49 
Table 6.1 shows that out of a total of 49 interviews undertaken in the five universities, 
seven involved senior academics, five were with heads of department, and 37 were 
with lecturers. The heads identified the staff to be interviewed, and as far as is known 
there were only two lecturers (both at Elm) who reffised to be interviewed. In 
addition, Cedar's deputy head of department (who had been present at the initial 
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interview) cancelled the fii-st appointment made with him, and despite repeated 
telephone calls it proved impossible to come to contact him. It is not known why he 
proved so elusive. It is possible that he did not support the project, or it may be that 
he was just so busy that he Could not give it any attention. 
6.2.1.2 The interview protocol 
It was explained to each prospective interviewee that the interview was likely to last 
for less than an hour (the pilot study had confirmed that this was normally long 
enough). In fact, most of the interviews took about 45 minutes, although some went 
on well beyond an hour. 
At the start of each interview an assurance was given that the session would be 
confidential, and the interviewee could talk quite freely. All interviewees were asked 
whether they objected to notes being taken and the interview being tape recorded. 
Nobody objected to either arrangement, but it was stressed that they could change 
their minds at any tirne during the interview. Apart from some minor interruptions, the 
tape recordin was only stopped on two insignificant occasions, and each time it was 9 I'D 
continued after only a brief interlude. The introduction was followed by a brief outline 
explaining something about the project, and an indication was also given of the broad 
line of questioning, g 
A few minutes after the interview had begun, the tape recorder was stopped and 
played back in order to make sure that the recording was satisfactory. Upon returning 
home, the tape was checked for audibility. In a few interviews, some background 
interference had caused small sections of the tape to become inaudible, but it was 
usually possible to work out what the interviewee had been saying. There were only 
two recordings where it was particularly difficult to hear the responses of the 
interviewees. This was caused mainly by background interference and because the 
interviewees spoke so quietly. However, it proved possible to reconstruct the 
inaudible passages in the recordirigs fi-on-i sorne brief notes that were taken durin the CI) 9 
course of these interviews. 
A great attempt was made at the start of each interview to achieve some rapport with 
the interviewee, and in most cases the interviewees began to relax after just a few 
minutes. Some were extremely puzzled about the nature of the project, and a few 
were initially quite hostile. However, there were no occasions when the interview 
proceeded for any length of time with any obvious degree of resentment. It proved 
relatively easy to get the interviewees to talk, and to encourage them to provide a 
great deal of information, and by the end of the interview, normally some extremely 
cordial relations had been established. 
As the interviews were conducted on a semi-structured basis, a check-list of questions 
was used, but this was not always followed if the some issues did not apply to all 
interviewees. (a copy of each of the check-lists used for interviewing senior 
academics, heads of department, and lecturers may be found in Appendix 6.1,6.2, and 
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6.3 respectively). The check-lists did enable a strict control to be kept of the 
interview, and there were only a few occasions when the interviewee was allowed to 
deviate from the main issues when it appeared that some additional and useful 
information was probably forthcoming. The experience gained during the pilot study 
was invaluable in this respect. It became clear that a very tight control must be kept 
over the progress of the interview, otherwise too much extraneous data were obtained, 
and this was then difficult to analyse. 
Detailed notes were not taken during most interviews because it was found that it 
difficult to take notes and to listen carefully to what the interviewee was saying, while 
at the same time prepare a pertinent follow-up question. In addition, there was a 
tendency for interviewees to dictate answers or to expand on an answer if they saw 
that some notes were being taken. 
All of the 49 interviews were fully transcribed, and subsequently analysed during the 
period September 1994 to February 1995. The method used to analyse them will be 
outlined in Section 6.3. 
6.2.2 The student interviews 
6.2.2.1 Organisation 
As indicated in Section 6.1.2, it was decided to confine the student interviews to those 
undergraduate accounting students who were in their final year. The main reasons for C> C) 
restricting the interviews in this way were as follows- C 
It was postulated that lecturers were more likely to introduce research ideas into 
their classes in later years than in earlier ones. Thus given the strong support for 
the idea that only good teachers can be active researchers, a considerable 
opportunity would be given for researchers to substantiate their case. Z: ) 
2) Students may not know many accounting lecturers until they have been at 
university for some time. 
The research had to be kept within manageable and reasonable bounds. 4- 
For the reasons explained in Chapter 5, the repertory grid technique was chosen for 4 
interviewing the students. The procedure adopted was very similar to that used by 4: ) 
Zuber-Skerritt (1987; 1988; 1991) in her studies elicitin personal constructs of 19 
research from staff members and postgraduate students. 
The three heads of department at Elm, Oak and Pine took personal responsibility for 
organising the repertory cyrid sessions, but at Cedar the responsibility was left to the 
senior lecturer in charge of departmental research. At Ash I was given the opportunity In 
of first talking to all of the final year students, and then making all of the arrangements 
for myself Light refi-eshments Nvere provided at Ash, Oak, and Pine, and this helped 
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to make the sessions much less formal. Eight students at Ash were randomly selected, 
but only six came along to the session. At Oak, all of the eight students who had been 
randomly selected came at the appointed time, but it was much more difficult at the 
other three universities, 
Cedar found it difficult to organise a randomly selected group, so what eventually C happened was that the senior lecturer gave up an hour of a two hour tutorial which he 
had with the final year group. There were 12 students present. The students had not 
been warned beforehand that I was coming along, but when the purpose of my visit 
was explained to them, they all agreed to take part in the project. The senior lecturer 
then left the room, and I was able to organise the session myself Although these 
students were not randomly selected, it is understood that students were normally 
allocated to tutorial groups on an arbitrary basis, so unless there was some undue bias 
in the system adopted, they were probably representative of the final year group of 47 
students. 
The head of department at Elm wanted to leave the student interviews until as near the 
end of the spring term of 1994 as possible. As was feared, it became too late to 
organise a session before the students left for their Easter vacation. When they 
returned for the summer term they stated that they were then too busy preparing for 
their examinations and applying, for jobs to take part in any research project. At the 
time, this was a severe blow to the progress of the research. The head suggested that CID another attempt could be made in the next academic year, but this would have unduly 
delayed the study. An alternative arrangement was made, therefore, that enabled the 
students to submit their grids by post. I 
Pine's head also had difficulty in finding eight students who were willing to take part in 
the project. Only four students turned up at the arranged time, so he organised 
another session a few weeks later when another four students appeared. These 
students were not selected randomly, and so they were just eight volunteers out of a 
total of 45 final year students. The total number of students who completed repertory 
grids were as shown in Table 6.2 
TABLE 6.2 
NUMBER OF STUDENTS TAKING PART IN THE 
REPERTORY GRID SESSIONS 
tJNIVERSITY NUMBER 
Ash 6 
Elm 2* 
Cedar 12 
Oak 8 
Pine 8 
Total 36 
* Two partiallycompleted grids were also received from Elm 
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6.2.2.2 The reperto & Lid protocol 
Following the completion of the pilot study, some minor changes were made to the 
repertory grid protocol (see Section 6.2.4). The protocol reviewed in this section 
relates largely to the sessions conducted at Cedar, Elm, Oak, and Pine. 
All of the repertory sessions followed a similar pattern, although the one at Elm was 
slightly different because it was conducted on a postal basis). The students were first 
supplied with some stationery: an instruction sheet, three prepared repertory grid 
sheets and nine '5 x 3' cards . 
An example of the repertory grid sheet used in the four 
universities may be found in Appendix 6.4. 
The repertory grid sheet contained nine elements: El: someone who I think is a good 
accounting teacher, E2- someone who I think is a poor accounting teacher; E3: 
someone who is a fairly good accounting teacher; E4: an accounting teacher who 
really helped me learn; E5: an accounting teacher who put me off learning; E6: an 
accounting teacher whom I would consider to be an 'expert' teacher; E7: a teacher in 
another subject who I think is a good teacher- E8: a teacher in another subject who I 
think is a poor teacher, and E9: a teacher in another subject who really helped me 
learn. 
Once the stationery had been handed out, an introductory ten minute explanation was 
then given, following which the Students were invited to begin completing their grids. 
They were recommended to use the '5 x 3' records cards as a relatively simple way of 
obtaining some constructs. It was suggested that they should copy the elements onto 
the cards, select any three, and then ask themselves 'in what way are these two types of 
teachers different from the third one? ' They then had to rate each of the nine elements 
on aI to 5 scale', and insert their ratings in the grid sheet. Using different 
combinations of cards, the students were asked to repeat this process until they could 
not think of any more constructs. 
Any queries were dealt with immediately. The main problem appeared to be that some 
students did not understand that they had to rate ALL nine elements, and not just the 
three elements that they had used in helping them to elicit a particular construct. This 
proved to be a common problem at all of the sessions held. It appears to be caused by 
adopting the triad systern which involves selecting three cards to elicit constructs. 
Although great care was always taken to ensure that the students understood what was 
required, there were always some students who had to be reminded that they were 
required to rate all nine elements. 
Within about half an hour most Students were struggling to think of any more 4 
constructs. Any further queries or apparent errors were then dealt with. It was not 
easy to examine each individual student's grid during the sessions, as they tended to sit 
in tight inaccessible groups. They also appeared to dislike someone looking over their 
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shoulders. Ten minutes from the end of the hour's session, the students were 
prompted along the following lines: 
If you think of these teachers and their research activities, does this make a 
difference in how you think of them? If that is the case and you have not already 
done so, please insert further appropriate constructs, but make a note at the side 
indicating that you have been prompted. 
As mentioned earlier, the session at Elrn had to be conducted on a postal basis because 
it proved impossible to arrange a group session. Consequently, all of the 25 students In Z> in their final year were presented with a 'pack' consisting of the following items: an 
invitation for them to take part in the project; an explanation of what it was about; 
some guidelines on how to complete the grid; three proforma repertory grid sheets, 
nine '5 x -33' record cards, and a reply paid envelope. 
The response was somewhat disappointing, as only two students returned fully 
completed grids, although two partially completed grids were also received. 
It was suggested to all of the student (including the ones at Elm) that they should 
insert their name and address on the back of their grid sheet so that a copy of their 
results could be sent to thern. This offer was made partly out of courtesy, as it would 
then have been possible to write to them to thank them for taking part in the project, 
and partly in order to have the opportunity to pursue any further queries. Twenty 
contact names and addresses were obtained (eight at Ash, four at Cedar, one at Elm, 
six at Oak, and one at Pine), and although all 20 students were subsequently contacted, 
no one replied. 
Analysis of the grids began in the period March and ended in August 1994, and the 
method adopted will be outlined in Section 6.3. 
6.2.3 Documentation 
Every effort was made to obtain and read as much as possible about the work 
undertaken in each of the five accounting, departments, but generally, there was not 
much documentation available. As mentioned in Section 6.1.3, at the initial interview 
with each of the heads of department, it was apparent that there would be some 
problems in consulting departmental documentation. It had been hoped that it would 
have been possible to consult various course and departmental documents, such as 
staff-student liaison committee minutes, boards of studies minutes,, examination board 
minutes, and external examiners' reports, but very little of this type of information was 
provided. The main reasons appeared to be that in some departments paperwork was 
kept to an absolute minimum, while in other departments the heads were apprehensive 
of someone from another university being allowed to consult their files. I 
The position over documentation in respect of the five departments may be 
summarised as follows- 
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University Outcome 
Ash All requests met, and a great deal available. 
Cedar There was a complete refusal to allow ANY documentation to be 
inspected on the grounds that it was 'not part of the original 
agreement'. 
Elm Some docui-nents made available, but others could only be glanced 
at. This was not surprising as some of the comments made by 
students about individual lecturers were extremely personal. 
Oak All requests met, but not much was available. 
Pine All requests rnet, but very little formal documentation was available. 
The above results may appear very disappointing, but the non-availability of 
appropriate documentation did not cause any undue difficulties. It was discovered that 
while a greater understanding was obtained of the research and teaching undertaken in 
those departments where I was allowed to consult some documents, they were not of 
much direct help in answering the research questions and hypotheses. However, it was 
interesting to note that frorn such evidence some lecturers clearly did have problems 
with their teaching (contrary to the impression sometimes given by their respective C heads of department). 
6.2.4 The pLilot study 
The pilot study was carried out at Ash University during the period November 1993 to 
January 1994, and it proved to be a very useful exercise. It showed that no significant 
major changes needed to be made either to the format of the staff interviews or the 
organisation of the students' repertory grid sessions, and the procedure adopted was 
very similar to the one outlined earlier that was ultimately used in the other four 
universities, 
The few changes that were made may be summarised as follows: 
A much greater effort was made to control the interviews so that if the 
interviewees went off at a tangent they could be quickly brought back to the main 
point. Uncontrolled ramblings proved very difficult to transcribe, and even more 
difficult to analyse. 
2) The staff were subject to mucli more vigorous questioning, especially towards the 
end of an interview wlien the various issues were being brought together. This 4 
point was particularly relevant in respect of the impact that they thought research 
had had on their teacliIng. By adopting this approach, much more specific ideas CID 
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were then presented rather than the vague generalities which tended to come 
across in the pilot interviews. 
3) The interviewees were encouraged to talk well beyond the appointed hour if they 
appeared comfortable at doing so. 
4) The final question on the lines of 'have you anything further you wish to sayT was 
stressed, because the pilot study showed that this often resulted in some much 
more revealing responses. Although it was then more difficult to analyse remarks 
that were far less coherent, the additional information was worth the effort. 
5) In order to be able to contrast accounting teachers with teachers in other 
subjects, another three elements were added to the grid (see Appendix 6.5 for an 
example of the repertory grid sheet used at Ash). It would, of course,, have been 
possible to insert even more elements. However, the students may have found it 
difficult to think of more than nine teachers who matched the descriptions on the 
grid, and the exercise may also have become somewhat unmanageable. The three 
extra elements were'. 
ET a teacher in another subject who I think is a good teacher; E8: a teacher in 
another subject who I think is a poor teacher; and E9: a teacher in another 
subject who really helped me to learn. 
Instead of the latter element, it would have been possible to have included 
another contrasting element, such as 'someone in another subject who is a fairly 
good teacher' or 'a lecturer in another subject whom I would consider to be an 
expert teacher'. The 'helpful teacher' element was chosen as a means of testing to 
what extent students looked to their lecturers for assistance, since the pilot study 
showed indicated that the students regarded approachability as being an 
important characteristic of good teaching 
6) A greater attempt was made to have a look at what the students were doing as 
they were working on their grids. This still proved somewhat difficult because 
they tended to sit very near to each other in close groups, and they also appeared 
to resent someone coming to have a look at what they were doing. 
7) The students were prompted ten minutes from the end of each session. If by that 
time they had not devised any constructs about the possible research interests of 
their teachers, they were asked to think whether there were differences in their 
teachers as a result of their research interests. If they did insert any constructs as 
a result of this prompt, they were then asked to indicate this by the side of the 
constructs. 
Some reconsideration was also given to the use of a tape recorder in the staff In interviews.. After completing the pilot study the following comment was made in the 
research diary: 
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'Tape recorder makes for tighter comment, and for less frank discussion'. 
However, it was decided that although the comments made by lecturers may have been 
somewhat inhibited by being recorded, any difficulties could be overcome to some 
extent by much more vigorous questioning [as suggested in 2) above]. It was also 
realised that it would be very difficult to remember what was said at each interview 
(especially if several were held in one day), and to be able to write up the comments 
afterwards. Thus less data would be available, and it would not have been possible to 
use verbatim quotations. 
The case for using a tape recorder at the interviews, therefore, appeared very strong, 
and it was decided to continue with its use, albeit with some misgivings. As it 
happened, the initial fears proved groundless, and there was no evidence that the 
interviewees disguised their real views simply because their comments were being 
recorded. In the few instances where this appeared to be the case, a few searching 
'why' questions soon brought a less guarded response. 
6.3 THE ANALYSIS OF THE DATA 
6.3.1 Data reduction 
Analysing case study material is especially difficult,, and in the past it has not been 
something that has been particular well developed (Yin, 1989). Yin suggested that 
data analysis consisted of examinin, (;, categorising, tabulating, or otherwise 
recombining the evidence in order to address the initial propositions of the study. 
However, he argued that the procedure was so poorly developed that he had known 
colleagues who had ignored their own case study material for months because they did 
not know how to deal with it. 
This was extremely demoralising for the researcher who had had little experience of C 
the case study approach. Fortunately, Miles and Huberman (1994) provided some 
useful guidance, and their recommendations have been followed in this study. In 
essence, the material obtained from the case studies has been subject to what they 
called DATA REDUCTION which they defined as- 
... the process of selecting, 
focusing, simplifying, and transforming the data that 171 C) 
appear in written-up field notes or transcriptions (p. 10). 
They then went on to argue that data reduction is PART of the analysis, and it: 
... sharpens, sorts, 
focuses, discards, and organizes data in such a way that "final" 
conclusions can be drawn and verified (p. 11). 
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Reducing actual data is, of course, much more difficult than defining it. Easterby- 
Smith et al (199 1) suggested that there were two main methods of analysing qualitative 
data (pp. 104-112): 
Content analysis. This method requires key phrases and words to be identified, 
classified, coded, and tabulated. Jankowicz (1991) indicated that the process 
requires: 
... pruning, selecting and discarding some (often lots) of the data ... obtained (p. 178). 
2) Grounded theory. According to Gill and Johnson (1991), the most famous 
rendition of grounded theory was provided by Glaser and Strauss (1967). The 
method is intuitive, and requires creating or discovering theories through the 
observation of particular cases as a result of identifying and developing common 
or complementary themes and patterns. Fran kfo rt-Nachmias and Nachmias 
(1992) suggested that the first step was to develop conceptual categorisations 
from the data, and then to make new observations in order to clarify and 
elaborate them ie, by developing new theories (p. 284). Zl: ) 
It soon became apparent that content analysis was the most appropriate method to 
adopt in this study for analysing the data. By listening to the tape recordings and 
carefully reading the transcripts, it was clear that certain key words and phrases (or 
themes) were occurring fi-equently throughout each of the interviews. The themes Z0 
were relatively easy to identify, code, extract, tabulate, and quantify, and it was then 
possible to establish an overall pattern. 
When analysing data in this way, Frankfort-Nachmias and Nachmias (1992) 
recommended that a number of questions should be asked (p. 284): 
1) What type of behaviour is it? 
2) What is its structure? 
3) How frequent is it? 
4) What are its causes? 
5) What are its processes? 
6) What are its consequences? 
7) What are people's strategies? 
This is basically the approach that has been adopted in this study. 
6.3.2 The staff interviews 
It was somewhat of a daunting task to have available 49 tape recorded and transcribed 
interviews, but by following the steps advocated by Easterby-Smith et al (1991: pp. 
108-112), the data proved to be relatively easy to analyse. 
ill 
Each tape was first played back and checked against the transcript. After listening to 
about half a dozen tapes, it was clear that five dominant themes had arisen. Some of 
the remaining data were useffil as background information, but there was a great deal 
of irrelevant material. The five main themes were as follows: 
the definition and meaning of'teaching'; 
2) the definition and meaning of 'good' teaching; 
3) the definition of'research'. 
4) the direct benefits that an active involvement in 'research' gave to teaching (ie, 
through individual lecturers)) and 
5) the indirect benefits derived by students from working in a department or an 
institution that was 'research' orientated. 
Using the method outlined in Section 6-3.1, some working schedules were drawn up in 
order to extract and to tabulate the common words and phrases which lecturers had 
used in the interviews. Five separate working schedules were prepared for each of the 
five case studies reflecting the themes listed above viz. 17ý 
teaching duties- ZD 3 2) definitions of good teachin 91 
3) definitions of research, 
4) the direct benefits of research, and 
5) the indirect benefits of research. 
Each transcript was then carefully examined, and appropriate words and phrases that 
related to one of the five themes were extracted and inserted on the relevant schedule. 
In many interviews, identical words were used (eg, 'enthusiasm'- 'up to date'), while in 
other instances there was a similar meaning. Where there was some doubt about the 
exact meaninga, the extract was examined in context, and if there was still some 
remaining doubt, the item was given a heading of its own. I 
A JC%- 
Aner completing schedules for each of the five themes and for each of the five 
departments, the various words and phrases were scrutinised and then categorised and 
sub-categorised under appropriate headings (see Appendix 6.6 to 6.9 inclusive). All 
the main and sub cate(yories were then coded, except for 'good teaching' where only 
the main categories were coded. The systern adopted for categorising good teaching 
was based on a major study by Feldman (1976) in which he investigated students' 
views of effective college teaching. It was discovered that with very few amendments, Z) 
Feldman's format could be used in this study for classifying the data obtained from the 
staff interviews. As this format was also used for classifying the students' data, it was 
then possible to make a direct comparison between the two sets of results. The next 
step was to extract all of the items listed in the working schedules, and then insert them 
on summary sheets. 
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A detailed schedule of the possible indirect benefits that students may gain from 
studying in a departmental or institutional research environment was not produced, as Z 
so little data were obtained. 
Once the data had been reduced and classified, the relative importance of each 
category and each sub-category was assessed. This was done for each case study and 
in total for all five universities. The method adopted was quite straight forward. All 
that was required was to total the number of times that a particular item had been 
mentioned. The totals do not, of course, have any statistical meaning or significance, 
because the number of interviewees was arbitrary, the interviewees were not selected 
randomly, and the number of times that an item was mentioned was haphazard. For 
example, there was a tendency for some lecturers to repeat items in different words 
and phrases several tirnes. This could have meant that if just a few lecturers had 
mentioned a particular factor several times in different words, an undue weighting 
might then have been given to the views of those particular lecturers Except for the 
delineation of teaching duties (where it proved unnecessary, as there was little 
reiteration of the same themes), a second method of analysis was instituted, therefore,, 
whereby a particular item was limited to one mention per lecturer In most case, this 
resulted in only some minor chanages being made to the rank order of all items. It 
follows that the total number of mentions used in analysing the data does not present 
an unbalanced view of the overall results. 
6.3.3 The student interviews 
The analysis of the students' repertory grids was done in three stages. C) C) 
The first stage involved usincy a computerised package- RepGrid Version 2 (Centre for 
Person Computer Studies, 1990). This program automatically reverses positive and 
negative bipolar constructs, as well as clustering similar elements and similar 
constructs. This was helpful in establishing a pattern between elements and constructs C) 5 
both in respect of each case study and for the project as a whole. The computer 
package calculates the least sum of differences between elements and between 
constructs,, and it provides a plot (in the form of diagrams) to indicate clusters of 
similarity. The strength of the relationships is also indicated. In any subsequent 
analysis it will be convenient to refer to this as being either 'very strong' (where the 
total scores obtained by each element are almost identical), or 'strong' (where the total 
scores are fairly close). It is not possible to present a generalised and quantified 
definition of the relationships between elements, because each grid contains a variable 
number of constructs. An example of a grid that has been analysed by computer is 
shown in Appendix 6.10. 
The second stage involved using the grids to ascertain whether there were any C) => Z-) 
perceived differences between good accounting teachers and good teachers in other 0 I=) 
subject. This analysis was done manually for each of the grids produced during the 
sessions at Cedar, Elm, Oak and Pine respectively. It was not possible to do this at 
113 
Ash, because as explained in Section 6.2.4, additional elements relating to teachers of 
other subjects were only included after the completion of the pilot study. 
As each grid contained nine elements and a varying number of constructs, and as each 
construct had been rated on a scale of I to 5 (the computer reverses the scales where 
positive and negative constructs are intermixed so that positive ratings are then 
normally scored I or 2 and neo-ative ratings 4 or 5), it was possible to extract the total 
rating score for each element against each construct and insert it on a working 
schedule. This was done for each of the four case studies (although the total score for 
Elm did not mean very much, as there were only two grids), and in total for all of the 
grids. The way that the scoring system worked was such that good teachers had low 
scores and poor teachers high scores. 
The third stage involved recording each construct on separate '5 x 3' cards. They were 
then classified into one of 19 categories (see Appendix 6.7). As explained in Section 
6.3.2, the classification adopted was based on an American study by Feldman (1976) 
of students' views of the superior college teacher. As a similar system was adopted Z: ) 
for classifying the lecturers views, these categories were found to be extremely useful I C) because it enabled a comparison to be made between staff and student views of what 
each group thought constituted good teaching I=) I'D In* 
The schedule was compiled in such a way that it was possible to obtain a total score 
for each group of students, and a total score for each of the 19 categories. The main 
objectives of this exercise were to determine what characteristics the students looked 
for in a good teacher, to compare them with the lecturers' views, and then to establish 
which characteristic appeared to be unique to research. In other words, the exercise 
was an attempt to isolate Factor X. 
However, it was possible that just a few students had produced a considerable number 
of constructs using different words and phrases, but which were essentially similar. C) 
This could have biased the overall results, so a check was instituted limiting the 
analysis to one category per student. As with the staff data, this resulted in only minor 
changes being made in the ranking of the various characteristics. 
There is, of course, a danger in attempting, to cateoorise the students' responses. The I'D I=) 
constructs were THEIR perceptions, and some subjective judgement had to be used in J :, 
interpreting them (although no great difficulties were encountered). In the few Z) In _n instances where a construct was unclear, the positive pole of the construct was 
contrasted with the negative pole and the most appropriate category then selected. "D 
Once the principles behind the third stage had been established, the task was not 
particularly onerous (even allowing for the few constructs that were 
difficult to 
categorise). In order to check the accuracy of the exercise, therefore, a colleague was 
asked to audit the results. He did this most meticulously, and only a 
few changes were 
proposed. These were then incorporated into the analysis. 
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It would have been desirable to have had a similar independent check made of the 
lecturers' interviews, but as this exercise was much more complicated, it would have 
been too dernanding and too time-consuming to expect anyone else to audit the results. C However, the analysis was checked several times, and there is no reason to believe that 
the overall summary is not representative of the lecturers' views. 
6.3.4 Documentation 
As explained in Section 6.2.33, so little documentation was made available that it was 
incapable of being analysed in any meaningful format. Some notes were taken of 
whatever information was available, and the details were either included in the outline 
of the relevant case study or used as background information. 
6.4 SUMMARY 
For the reasons explained in the last chapter, it was decided to adopt the case study 
method in carrying out this project. Initially, five accounting departments were C) 
selected as beinc, suitable for investio-ation, but a number of others were kept in reserve Z) I=) if sufficient data were not obtained that enabled the research questions and hypotheses 
to be answered. 
The five departments were all within the same geographical region. As four out of the 
five departmental heads knew me professionally, it was considered highly likely that 
they would let their departments take part in the study. Apart from the department 
chosen for the pilot study (where permission had already been given), the other four 
heads were contacted by telephone and an informal meeting was arranged with them in 
order to discuss the project in more detail. At these interviews, three out of the four 
heads immediately gave permission. The fourth head (who had invited two of his 'D 
colleagues along to the meeting) did so a few days later, although it was obvious that I=) 1-. 1) there were some misgivings. In order to preserve the anonymity of the participants, C) In 
the universities involved in the project have been referred to as Ash, Cedar, Elm, Oak, 
and Pine Universities respectively. 
It was decided that the case studies would involve semi-structured interviews with a 
senior academic (or academics) who had some responsibility for the accounting 
department, the head of department himself, and those lecturers who taught on the 
final year of the accounting degree course (or its equivalent). Interviews would also 
be held with about eight final year accounting students selected at random, using the 
repertory grid technique. The heads were also asked to release any documentation so 
that any issues affecting teaching and the research in their department raised during the 
interviews could to be put into context. 
The pilot study took place during the period November 1993) to January 1994. No Z) 
overwhelming problems were encountered, and apart from some minor changes the 
other four cases went ahead on a similar basis during the period January 1994 through 
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to May 1994. Only two lecturers (who met the criterion laid down) refused to take 
part in the project, although another lecturer effectively did so part by making himself 
unavailable. Altogether 49 recorded interviews took place, and these were then C) 
transcribed. Some brief sections of a few of the recordings were somewhat inaudible, 
but no tape was entirely unusable. 
The student interviews proved much more difficult to arrange. Only two of the 
universities were able to supply a randomly selected group, two groups consisted of 
students who had not been randomly selected, and the group session at Elm had to be 
organised on a postal basis. In the latter case, only two fully completed and two 
partially completed grids were returned. 
Most departments were reluctant to release much documentation. This was because 
sometimes very little was available, and sometimes it was because it was considered 
highly confidential. Cedar refused to release any documentation whatsoever. As so 
little documentation was made available, it was not possible to analyse it in any 
structured format. 
The staff interviews were analysed using manual data reduction techniques. The data 171 
were sorted out into five main significant areas: the definitions or meanings of (a) 
teaching, (b) good teaching- (c) research- (d) the direct benefits that research was 
thought to bring to teaching- and (e) the indirect benefits that students gained by 
studying in a research environment. Apart from the indirect benefits (where little data 
were available), the responses fi-om these themes were then coded and sorted out into 
various categories. Finally, the total number of responses falling into each category 
were counted, and with the exception of the teaching duties' classification (where it 
proved unnecessary), these were then compared with the totals obtained when 
particular items were hi-nited to one mention per lecturer. Restricting the items in this 
way did not result in any major changes. Although the totals have no statistical 
significance, they do ggive an indication of the importance that this group of 
interviewees placed on each category. 
The students' repertory grids were computerised, and various links and patterns were 
established between the elements and the constructs. By extracting the ratings for each 
construct against each element for good, poor, and helpful accounting teachers and 
good, poor, and helpful teachers in other subjects, it was possible to establish whether 
the characteristics of good accounting teachers appeared to be the same as those for 
other subject teachers. All of the constructs were then extracted on to record cards 
and placed in one of 19 categories. This exercise helped to determine what 
characteristics students thought made a good teacher, and a comparison could then be 
made with what the lecturers recarded as good teaching. A check was also made to 
ensure that the results had not been biased by some students repeating similar 
constructs several times in their respective grids, but this did not appear to have been a 
problem. 
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Chapters 9 to 133 provide a detailed review of each of the five case studies, and 
Chapter 14 contains an analysis of the results. However, before turning to these 
chapters, it would be helpful to PLIt them into context by first tracing the development 
of accountincy as a major university discipline in British higher education. This is done t) 
in the next two chapters. 
117 
CHAPTER 7 
THE DEVELOPMENT OF ACCOUNTING IN BRITISH HIGHER 
EDUCATION 
7.0 INTRODUCTION 
Chapter 5 reviewed the possible research methods which could have been adopted for 
this study. A conclusion was reached that the case study method was the most 
appropriate. Chapter 6 outlined how the various case studies chosen for investigation 
were subsequently undertaken, and how the data from them were then analysed. The 
case studies can be best viewed in context, however, if the history of accounting and of 
accounting education is first examined. This chapter, therefore, provides a brief 
outline of the development of accounting in British higher education, while the next 4 ZI) 
chapter examines the work of a modern accounting department. 
The chapter is divided into three main sections. Section 7.1 offers some definitions of 
accountincy and of its main branches. Section T2 traces its historical development as a 
provides a brief overview of the chapter. university subject, while Section 7. ) 
7.1 DEFINITIONS 
1.1 Accounting and accountaqqy 
Like many familiar phenomena, the discipline of accounting is not easy to define. Very I 
many bodies and individuals, have advanced various definitions (see, for example, the 
American Accounting Association, 1966: p. I- Hendriksen and Van Breda 1994: p. 4), 4 11 nI 
but no definition has become u=erally accepted. However, for the purposes of this 
study, the definition provided by the 
ýhartered Institute of Management Accountants 
(CIMA) is sufficient. It is as follows: 
Accounting 
the classification and recording of monetary transactions; Z) 
the presentation and interpretation of the results of those transactions in order to 
assess performance over a period and the financial position at a given date; AND 
the monetary projection of future activities arising frorn alternative planned ZI-7) 
courses of action. (CIMA, 1991 - p. 2). 
It is convenient to make a distinction between ACCOUNTING and 
ACCOUNTANCY Accountancy is defined as 
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The profession whose members practise accounting (CIMA, 1991: p. 2). 
Accounting may be split into a number of different categories or branches. The British 
Accountin2 Association recocynises 15 categories (Gray and Helliar, 1994: p. iv), and 
these categories have also been adopted for research ratings purposes (HEFC et al, 1994: unit of assessment 45). The five most important categories (at least in terms of 
teaching, research, and accounting practice) are reviewed in the following sub- 
sections. 
7.1.2 Financial accounting 
Financial accounting is one of the most important branches of accounting. It may be 
defined as: 
The classification and recording of monetary transactions of an entity in 
accordance with established concepts, principles, accounting standards and legal 
requirements and presentation of a view of the effect of those transactions during 
and at the end of an accounting period (CIMA, 1991 - p. 11). 17P 
Although financial accounting, may involve the presentation of information to various 
parties both internal to an entity (such as managers), and external to it (such as 
shareholders), much of the teaching of financial accounting in universities tends to be 
concentrated on information prepared for the benefit of EXTERNAL parties. This 
type of accounting work is mainly concerned with preparing information for supply to 
shareholders in accordance with the requirements of the Companies Act 1985 (Great 
Britain 1985; 1989), accounting standards (SSAPs), and financial reporting standards 
(FRSs) [ICAEW, 1995]. The history of SSAPs and FRSs is of some relevance to this 
study, not only because they have resulted in a considerable addition to accounting 
syllabuses, but because they have also had the effect of introducing a theoretical 
perspective into the teaching of accounting. 
SSAPs came about largely as the result of a number of alleged financial scandals in the 
1960's (see Napier, 1994- pp. 276-280) prior to which the public had appeared 
unaware that the financial results of a company as disclosed in its annual accounts were 
based on a series of assumptions. The accountancy profession was forced into taking 
some action, as its reputation for judgement and probity was being brought into 
question. It Set up a committee called the'Accounting Standards Steering Committee' 
(ASSC) which later becarne known as the Accounting Standards Committee (ASC). Z: ý 
The main airn of the ASC was to narrow the differences in accounting practice. It 
attempted to do this by issuing a number of mandatory requirements (SSAPs) that 
professionally qualified accountants were supposed to follow. However, the SSAPs 
were so flexible that it was very easy to avoid following their detailed requirements. 
Consequently, the ASC lost its credibility, and it was replaced in 1990 by the 
Accounting Standards Board (ASB). The ASB is supposed to have more authority 
and power than the ASC, and its membership is less dominated by accountants. 
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However, it is too early to Judge whether it will be any more effective in improving 
accounting practice than was the ASC. 
The ASB has taken over the ASC's accounting standards' programme, and it is 
gradually replacing them with FRSs. These are very similar to SSAPs, but the ASB 
has one advantage over much of the earlier work of the ASC in that accounting 
standards (as they were then known) were given some semi-statutory status in the 
1989 Companies Act (Great Britain 1989: Sch. 1). 
7.1.3 ManaRement accountin 
Management accounting is another important branch of accounting. It may be defined 
as: 
An integral part of management concerned with identifyin , presenting and It-) 9 interpreting information used for- 
* formulating sti-ate(-Yy* C) =) I 
planning and controlling activities- 
decision taking; 
optimising the use of resources; 
disclosure to shareholders and other parties external to the entity 
disclosure to employees, 
safeguarding assets. (CIMA, 199 1. p. 1.3)) Z 
This definition is an extrernely wide one. Normally, management accounting is Z 
associated with supplying- information to the MANAGEMENT of an entity ie, it is 
largely an INTERNAL ftinction. 
Manacrement accounting practices are not subject to any statutory or mandatory C 
professional accounting requirements. However, like financial accounting, management 
accounting has tended to concentrate on dealing with precise arithmetical 
apportionments of cost and financial data, and sometimes the information supplied may 
not be very useful to those managers who receive it. The apportionment of head office 
overhead expenses to product costs, for example, is largely an arithmetical exercise 
(for a critique of this and other management accounting practices, see Johnson and 
Kaplan., 1987). 
7.1.4 Audltingý 
Auditing may be defined as. 
A systematic examination of the activities and status of an entity based primarily 
on investigation and analysis of its systems, controls & records (CIMA, 1991: p. 
4). 
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It is possible to distinguish two types of audit work: external and internal. The 
definition of an external audit is: 
A periodic examination of the books of account and records of an entity carried 
out by an independent third party (the auditor), to ensure that they have been 
properly maintained-, are accurate and comply with established concepts, 
principles, accounting standards, legal requirements and give a true and fair view ZZ 
of the financial state of the entity (CIMA, 1991 -. p. 5). 
External auditors are subject to the requirements of auditing standards issued by the 
Auditing Practices Board (APB, 1995). Auditing standards are similar to FRSs, and 
although they are very important, they do not have quite the same impact on the 
teaching of auditing as FRSs have on the teaching of financial accounting. 
Nonetheless, for professional accountancy examination purposes, auditing students on 
undergraduate programmes are expected to be aware of them (BAEC, 1995: p. 26), 
and again like FRSs, they have added to syllabus requirements. 
An internal audit is'. 
An independent appraisal activity established within an organization as a service to 
it. It is a control which functions by examining and evaluating the adequacy and Z 
effectiveness of other controls- a management tool which analyses the 10 
effectiveness of all parts of an entity's operations and management (CIMA, 1991: 
p. 5). 
Thus there are two essential difference between an external and an interna au. itor: 
External auditors are responsible for certifying that the accounts represent a true 
and fair view, whereas internal auditors are more concerned with the 
effectiveness of the control systems. 
2) The external auditor is independent of the management of an entity whereas an C) 
internal auditor is responsible to the management of the entity. At least, that is 
the theory. In practice, external auditors are normally appointed by the 
management, although their appointment may have to be approved by the entity's I 
owners (in the case of a company, the shareholders). 
Notwithstanding such interesting differences that arise between theory and practice, 4- 
relatively few acadernic accountants specialise in auditing. 
7.1.5 Taxation- 
As Nobes (1990) pointed oLit, taxation plays a very important part in most people's 
lives, and almost every financial transaction entered into either by individuals or by 
entities has its tax implications (p. 69). 
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CIMA does not offer a definition of taxation, but it may be regarded as the assessment, 
calculation, and analysis of those sums of money that are required by law to be made 
to the Government. Tax plannina is also inherent in this definition, for neither an 
individual nor a company is required to pay more tax than is legally due. Hence in 
practice a great deal of planning goes into determining the legal minimum amount of 
tax payable. This is known as tax AVOIDANCE and it is a perfectly lawful activity. 
By contrast, tax EVASION is an unlawful activity because it implies that a deliberate 
attempt is being made to evade the payment of tax that is legally payable. 
Those accounting courses that wish to comply with the various professional 
accountancy body requirements for examination purposes would normally include 
some taxation, but it is more likely to be a major specialism on professional accounting 
courses. This branch of accountin 1 g 
does not lend itself very easily to academic 
research, except from the perspective of an economist. 
7.1.6 Financial management 
Financial management (sometimes called Business Finance or Managerial Finance) is a I=> 
relatively new branch of accounting. It may be defined as- 
That part of manaý)ernent accounting concerned with setting financial objectives, C) I> 
planning and acquiring the optimurn finance to meet them, and seeing that fixed 
and working capital are effectively managed (CIMA, 1991: p. 11). I Z: ) 
Financial management has attracted the attention of specialists in other disciplines, 
partly because it can be approached from a more theoretical perspective than is the 
case with other branches of accounting, and partly because it is multi-disciplinary. 
Hence many university accounting departments have recruited non-accountants (such 
as economists and mathematicians) to speciallse in it. This has meant that a 
considerable arnount of the acadernic input that has been introduced into accounting in 
recent years has been brought in from outside the discipline. Only about 17% of 
British academic accountants, for example, hold a PhD (Source: Gray and Helliar, 
1994), and it is estimated from personal knowledge that about half of these (the exact 
figure is not known) are in non-accounting subjects. Z) 
7.2 THE HISTORICAL DEVELOPMENT OF ACCOUNTING 
7.2.1 IntrodLiCtiOll 
The period during which accounting standards and financial reporting standards have IC been operable, coincided with the development of accounting as a university subject. 
Until about 1970, only a few universities in England and Wales taught accounting 
(Parker, 1986- p. 54), and even then it was not considered to be a major discipline. As 
will be seen, the position in Scotland was somewhat different. 
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7.2.2 Scotland 
Until the nineteenth century, Scotland had five universities compared with only two in 
England, even though its Population was much smaller. During the nineteenth century, 
it was quite common for young men in Scotland (from a much wider social 
background than in England) to attend university without any intention of taking a 
degree, although it was only practical for most of them to do so if they lived within 
daily travelling distance of Aberdeen, Edinburgh, Glasgow, or St Andrews (Kedslie, 
1990: p. 102). 
Even before the nineteenth century there were men throughout Scotland (as well as the 
rest of Britain) who offered professional services of the kind that today would be 
recognised as of an accounting nature (Solomons with Berridge, 1974: p. 16). As the 
nineteenth century developed, the number of such men practising as 'accountants' in 
the major towns and cities began to grow, as their skills in unravelling complicated 
financial matters in the new and rapidly growing industrial enterprises began to be 
recognised (McDougall, 1980- p. 1). It was to be expected that in time they should 
eventually join together to form what would now be re arded as professional bodies of C) 9 
accountants. Such bodies were first formed in Scotland (Solomons with Berridge, 
1974: p. 16). 
Three such bodies were originally set up, one in Edinburgh and one in Glasgow (both 
in 1854), and one in Aberdeen (in 1867). These three bodies received a Royal Charter, 
their members beina designated as Chartered Accountants (or CAs). Prospective CAs 
were indentured as apprentices, and they were required to take examinations in such 
subjects as algebra (including logarithms), annuities, life assurance, liferents, 
reversions, book-keeping, the framing of estates under sequestrations, trusts, factories, 
executries, Scottish law (especially bankruptcy), private trusts and arbitrations, rights 
and preferences of creditors in rankings (McDougal, 1980: p. 2). By 1892 the three 
bodies were conducting common examinations. Before they received their charters, 
apprentices were required to attend law classes at one of the universities, although it 
did not become compulsory until ten years after the founding of the respective bodies 
(Kedslie, 1990- p. 102). Thus from the earliest days of the accountancy profession in 
Scotland, there was a direct connection with university life (Solomons with Berridge, 
1974: p. 17). 
In spite of their university contacts, however, the three accounting societies were not 
impressed by university graduates, and they consistently refused to reduce the period CD 
of apprenticeship and conditions for them (Kedslie, 1990- p. 104). It was not until 
18933 that the Edinburgh Society allowed graduates exemptions from its preliminary ZI) 
examinations (Glasg)ow followed suit in -1896), but from 1899 onwards graduates in 
both Glasgow and Edinburýyh needed to serve only a four year apprenticeship. Kedslie C) 
(1990) concluded that: 
... the role of 
the Universities in Scotland in relation to the accounting profession 
was not the provision of better educated entrants to apprenticeship, but the 
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training of apprentices in the specialist area of law5 which the profession felt it was 
not equipped to do itself (p. 104). 
Nonetheless, as far as a uriiversity connection with the accountancy profession was 
concerned, Scotland was several decades ahead of EnCgland. As Brown (1905) pointed 
out: 
Admission to the Scottish Societies can only be obtained after a full term of 
services under Articles with a Chartered Accountant, and after attendance at 
certain University law classes (p. 215). 
In 1918, following pressure from the Edinburgh and Leith Chamber of Commerce, the 
Merchant Company of Edinburgh and other bodies, Edinburgh University introduced a Zl degree in commerce, and in the following year it appointed its first professor of 1=> accounting (ICAS, 1954. p. 62). Aberdeen also introduced a commerce degree in 
1919, one of the main subjects being accounting (Accountants' Magazine, 1919: p. 1 
320). It failed to live up to expectations, however, and in 1949 it was abolished 
(Simpson, 196-3. p. 335). Glasgow University also gave some considered introducing a 
commerce degree. It decided not to do so, but in 1925 it did create a chair of 
accountancy (ICAS, 1954. p. 65). The fourth Scottish university at St Andrews (the 
two universities in Aberdeen had amalgamated in 1860) was not located in a large 
commercial and industrial city, and so the same pressures were not placed upon it by 
local business people to introduce accounting into its curricula. In fact, St Andrews is 
the only Scottish university today that does not have a major accounting programme. 
However, a university college had been founded in Dundee in 1881, and in 1897 it Z: ) became part of St Andrews University (Silver and Teague, 1970: p. 59). Accounting 
classes began to be held at Dundee during the 1930's (Southgate, 1982: p. 213), so 
that by the time of the Second World War it could be said that all four of Scotland's 
universities offered accounting as part of their curriculum. 1=) 
It is clear, therefore, that frorn its earliest days, the accountancy profession in Scotland 
had been closely connected with the universities. A further milestone occurred in 1960 
when for the first time in British accounting history, the Institute of Chartered 
Accountants of Scotland (ICAS) introduced a compulsory year of full-time university 
education (Solornons with Berridc,, e, 1974- p. 17). This requirement inevitably 
strengthened the development of accounting in Scottish universities. D 
Another far reaching development was put into effect in 1973 when WAS introduced a 
graduate entry scheme (Solomons with Berridge, 1974: p. 20). This scheme meant 
that graduates in approved degrees could enter straight into a training contract with a 
firm of practising accountants, whereas other graduates (now usually referred to as 
'non-relevant' graduates) had first to take a one year full-time university or CNAA 
diploma Course. This change crave a bic; boost to the growth of accounting in Scottish C) C) 
universities. 
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7.2.3 England, Wales. and Northern Ireland 
Until about 1970, accounting in British universities outside Scotland was uncommon, 
and there was no close connection between the accountancy profession and the 
universities. As Solomons with Berridge (1974) put it* 
Developments south of the border are marked both by a somewhat later start and 
by less educational ferment (p. 21). 
It was not until the end of the 19th century that Oxford and Cambridge were prepared 
to introduce science subjects into their curriculum, so it is not surprising that they 
showed little interest in a practical subject like accounting (Jones, 1981: p. 118). 
Accordin, g to Millerson (1973 )), there was also some reluctance from most universities 
to introduce subjects that related to the newer professions (p. 9). Dev (1980) did not 
seem to agree. She stated that accounting was well established as a university subject 
in "this country" (sic) by the end of the thirteenth century "when estate accounting had 
become a re(-Yular part of the curriculum at Oxford" (p. 1). Cowton (1994), however, 
was doubtful that references relating to accounting being taught during the middle ages 
were correct. He gave no reason, but it may be because what was understood to be Cý 
accounting then would not be recognised as accounting today. 
Stacey (1954) went further than did Solomons with Berridge (1974: p. 39) when he 
suggested that the record for aCCOUntancy as a university subject was dismal (p. 245). 
Birmingham University did appoint a part-time professor in 1902 (Craner and Jones, 
1995: p. 1) when accounting was introduced as part of its curriculum (Accountant's 
Magazine, 1902- p. 360). Ashley was responsible for its introduction, and he claimed 
that Birminaham was the first Enal'sh university to appoint a professor of accounting. 
In America, accounting professors had already been appointed at Harvard, Michigan, 
and Wisconsin (Sanderson, 1972- p. 195). 
Solomons with Berridge (1974) pointed out that the chair at Birmingham had a 
chequered history (p. 39n). The first occupant was Dicksee, but from 1903 onwards 
he was also lecturing at the London School of Economics (LSE) and he continued to 
live in London. He only visited Birmingham for one day a week, and in 1906 he 
resigned his chair (Napier, 1994-. p. 7). The chair was left vacant until 1922 when 
Martineau was appointed, and lie filled the post until his retirement in 1932. It was not 
filled again until the early 1950's. 
During the early 1900's, Liverpool, Leeds, and Manchester also instituted faculties or 
degrees in commerce in which accounting played a part (Bremmer, 1908a: p. 73; 
1908b: p. 172; 1908c- p. 310; Sanderson, 1969: p. 60). By 1911, Queen's University 
in Belfast was also offering accounting lectures (Robinson, 1964: p. 316). After the 
First World War, commerce was gradually introduced into other universities, and by 
1927 Newcastle, Nottingham, Reading, and Southampton all had commerce courses 
(Sanderson, 1969- p-60). 
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As far as professors of accounting are concerned (the establishment of such posts is 
some measure of how seriously accounting tended to be treated in universities), 
Dicksee was appointed to a chair of accounting at the LSE in 1919 (Solomons with 
Berridge, 1974: p. 39). The chair lapsed in 1930, and from 1932 to 1947 there were no 
professors of accounting in England and Wales (p. 39). The LSE chair was revived 
again in 1947 when Baxter was appointed to it. Dev reported (1980: p. 6) that at that 
time he was the only full-time professor of accounting in the country. From 1947 until 
1955 three very farnous narnes in accounting (Baxter, Hey and Solomons) taught 
accounting at the LSE. In 1955 Solomons left for a newly established chair at Bristol 
University, but it was not until 1962 that the LSE conferred the personal title of 
professor of accounting on Edey. Baxter retired in 1973, and his chair remained 
vacant until 1979 when Dev herself took it over (Dev, 1980: p. 23n). Thus only 25 
years ago, an accounting chair in a major British educational establishment had I'D 
remained unoccupied for six years before it was filled. This may be because either 
accounting was still not regarded as an important university subject, or because there C) 
were no suitable applicants. 
Indeed 
, in 1968 there were only six 
full-time professors of accounting in the United 
Kingdom- one each at Bristol, Ediriburgh, Glasgow, Heriot-Watt, and two at the LSE; 
there was also a vacancy at Biri-nirigham (Dev, 1980: p. 8). This was despite the fact 
that by 1962 twelve universities in England and Wales were offering what was called 
an 'approved degree' in accounting ie, one giving certain exemptions from the Institute 
of Chartered Accountants in England and Wales' (ICAEW) examinations. (Solomons 
with Berridge, 1974. p. 40). However, the reason might well be because although 
accounting was beginning to be quite widely taught in universities, it lacked much of a C Z-D 
research base. It would be difficult, therefore, for accounting lecturers to be appointed 
to chairs unless they had a credible research record. 
In 1945, the ICAEW had introduced what came to be known as the McNair Scheme 
(McNair, 1944). This was an attempt to encourage more graduates to enter the 
fo 3 
accountancy profession. The idea was that students should attend a university r 2/4 
years, and this was then to be followed by three years' practical training. If students 
had undertaken an approved degree course that included accounting, economics and 
law, they were to be granted exemption from the ICAEW's intermediate examinations 
(and corresponding exemptions in the case of other accountancy bodies) [Carsberg, 
1976. - p. 12]. During the first year of the scheme (in 1945-46), there were only about 
20 students, by 1961-62 there were 260, and by 1972-73 the total number had reached 
516 (Solornons with Berridge, 1974- p. 42). This growth in the number of students 
following the 'approved degree' scheme appeared to be matched by the growth in the 
number of accounting chairs. By 1973, there were 26 professors of accounting (or 
related subjects) in the United Kingdom (up from just six in 1968), and in 1980 there 
were 43,23) of whorn according to Dev (1980- p. 8) had been students, teachers or 
research fellows at the LSE. 
Carsberg (1976) suggested that the McNair Report was a landmark in the history of C)C) 
university accounting education in Enaland and Wales (p. 11) but another significant 
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event took place in 1961 with the publication of the Parker Committee's Report 
(ICAEW, 1961). This report was important because it introduced the IDEA that all 
articled clerks should attend a three week's full-time course, followed by two further 
blocks of three weeks each of full-time study (Carsberg, 1976- p. 12). At that time 
most chartered accountancy trainees (who were known as articled clerks) studied for 
their examinations almost entirely on a part-time basis, normally through a 
correspondence course, so the Parker Committee's suggestion was fairly radical. The 
report led in 1973 to the introduction of a year's full-time foundation course in 
accounting for non-graduates, and a block course of about twelve weeks for non- 
relevant graduates ie, those who had not followed certain prescribed subjects as part of 
their degree (Solornons with Berridge, 1974- pp. 26-27). The other professional 
bodies (including the ICAS) also introduced similar requirements (although they did 
not always require full-time attendance). 
As Carsberg (1976) pointed out, these changes came about at a time when the 
accountancy profession was facing considerable external pressure (p. 13). Other new 
professions were beginning to encroach on the work of accountants (eg, operational 
research, and systems analysts), and there was growing public dissatisfaction with the 
performance of accountants. The changes that took place in the way that accountants 
were trained may have come about partly as a result of these pressures, but whatever 
the causes, they placed a great strain on the higher education structure as it attempted 
to cope with the influx of a large number of accounting students. I 1= 
It would appear, therefore, that the requirement for all non-graduate accountancy 
students to take a full time course gave a great incentive to the introduction of full- 
time university courses in accounting. As Carsberg (1976) remarked, there was: 
... an extraordinary 
increase in the number of students specialising in accounting in 
universities (p. 15). 
The universities would have found it difficult to cope with the demand for accounting 
courses if they had to deal with it alone. The subject was new to most universities, and 
it was not easy to recruit suitably qualified staff. While the Robbins' Report 
(Committee On Higher Education, 196-3)) had led to the creation of a number of new 
universities and the up-grading of sorne existing colleores of advanced technology, they _n CI) I-) 
were still at an early sta(, )-e of development, and it took some time for them to widen 
their curriculum. 
The demand was met in part by the creation of 30 'polytechnics' in England, Wales, 
and Northern Ireland (Pratt and Burgess, 1974). Scotland already had a number of 
similar institutions known as central institutions (Cls). Most of the polytechnics were 
formed out of existing cornmerce, science and technoloCYy colleges (Price, 1992: p. 
248). The main thrust behind the formation of the polytechnics was to widen the 
opportunity for young people from non-traditional university backgrounds so that they 
could benefit fi-oin a university type education, albeit more of a vocational nature (Pratt 
and Burgess, 1974: p. 4). The polytechnics did not have either the authority to 
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validate their own degree courses, or to award degrees. These functions were 
administered through CNAA. 
While many of the former colleges of commerce had been used to teaching accounting 
(normally to students taking professional accounting examinations on a part-time 
basis), few of the accounting staff had any experience of teaching on degree courses. 
Indeed, many of the accounting lecturers themselves did not have a degree. CNAA 
instituted some rigorous procedures before it would approve a degree course, and 
some staff had to be given tirne to obtain a degree for themselves before departments 
were in a position to offer undergraduate courses. This meant that it was some years 
before the polytechnics were ready to meet the growing demand for accounting degree 
course. In 1982, for example, there were still only 590 undergraduate accounting 
students in polytechnics, compared with 944 in universities (Bourner and Bourner, 
1985: p. 57). 
7.2.4 The present position 
In 1987 the UGC undertook an enquiry into accountancy teaching in universities 
(UGC, 1988a), but it was discovered that it was difficult to obtain some reliable 
statistical information about the trends in accounting education (p. 2). The UGC's 
survey showed that there were 40 British universities offering undergraduate degree 
programmes, or degrees were accounting was a strong component (p. 10). Excluding 
research staff, there were _3370 academic accounting staff 
in UK universities, together C 
with a further 90 or so part-time and visiting staff (p. 13). The UGC also had difficulty 
in measuring student numbers, but it estimated that in 1987 there were 3,952 full-time 
equivalent students on accredited accounting degrees (p. 10). 
On the other side of the binary line, by 1987/88, most of the 30 polytechnics in 
England and Wales, and four of the Cls in Scotland offered accredited accountin 49 degrees, and by that tli-ne there were some 4,533 students enrolled on CNAA courses 
leading to first degrees in accounting (CNAA, 1988). C 
It would appear from these statistics, therefore, that by 1988 some 70 Cls, 
polytechnics and universities were offering first degree courses in accounting, and that 
about 8,500 students were enrolled on them. By contrast, the equivalent figures for 
1974/75 were such that only 577 students were taking, a CNAA full-time degree in 
accounting (CNAA, 1975), while there were 789 accounting students in universities 
(Universities Statistical Record, 1975), a total of about 1400 accounting students. 
Thus in the 13) year period from 1974/75 to 1987/88 the total number of students 
taking first degrees courses in accounting had increased over five-fold. It should be 
noted that these statistics are only an approximate guide, because comprehensive and 
detailed information about the number of accounting students was not collected prior 
to the abolition of the binary line. 
More up-to-date information aboLit the number of accounting departments in UK 
universities may now be obtained from the'British Accountincy Review Register' which 
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is published every two years by the British AcCOLintingy Association (Gray and Helliar, Z 1994). The Register contains the lecturing specialisms, research interests and C) I publications of acadernic staff in accountin(y and finance in British and Irish universities 
and colleges (p. iii). C 
Some institutions do not always submit a return, some are in Eire, and some do not 
have an undergraduate programme. Allowing for these caveats, it is estimated that in 
1994 there were 85 institutions in the United Kingdom that then offered a major 
undergraduate programme in accounting, and that they employed a total full-time C) C) Z) 
academic staff of 1,358. The total number of professors listed for all institutions was 
some 128 . This compares with just six in 1968 (Dev, 1980: p. 8). 
Data about student numbers are not given in the Register, and there is little information 
that is currently available. However, the Higher Educational Statistics Agency has 
supplied some non-published data, and this indicates that for the academic year 
1994/95,15,918 full-time and sandwich students were enrolled on first degree courses 
in accounting (HESA, 1995), that is, an average of about 200 students per accounting 
department. Thus over a seven year period (fi-orn 1987/88 to 1994/95), the number of 
accounting Students nearly doubled (fi-orn about 8,500 to about 16,000). It is clear, 
therefore, that the (Yrowth in accountina over the last 25 years as a major university 
discipline has been remarkable, and that it has has developed from being an almost 
insignificant university discipline to one that is now of major size and of considerable 
importance. 
7.3. OVERVIEW 
Accounting is a subject that basically deals with the supply of information to PARTIES 
that require information for decision making, such as the purchase and sale of a 
company, or the costing of a particular unit of production. Although the British 
Accounting Association recognises 15 categories of accounting, there are five main I=) C) 1--') branches: financial accounting, management accounting, auditing, taxation, and 
financial management. 
The discipline has only developed as a major discipline in British higher education 
during the last 25 years, although some form of accounting had been taught in English 
universities as early as the middle ages. In Scotland, however, there had been a much 
closer relationship between accountants and universities, a tradition that can be traced 
back to at least the middle of the nineteenth century. Nonetheless, it was largely the 
accountancy profession's move towards graduate entry in the early 1970's that 
appeared to give the impetus to universities to introduce undergraduate teaching in 
accounting. There are now about 85 higher educational institutions in the United 
Kingdom that offer first degree programmes in accounting, and they employ about 
1,358 academic accountants This means that on average, each of these departments 
has about 200 undergraduate accountin(y students. I=> 1-7) 
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Following this brief survey of the nature and purpose, and the growth of accounting in 
British higher education, it will now be convenient to examine the work that 
accounting departments undertake. This is reviewed in the next chapter. 
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CHAPTER 8 
ACCOUNTING TODAY IN BRITISH UNIVERSITIES 
8.1 INTRODUCTION 
Chapter 7 outlined the development of accounting in British higher education. It was 
indicated that although accountin(, y is now a major discipline in British universities,, it is 
a fairly recent innovation. During the last 25 years, it has developed rapidly, and now 
there are only a few universities that do not have a major accounting programme. 
This chapter reviews the present state of accounting in British universities. It is 
divided into three main sections. Section 8.1 examines the work undertaken in 
accounting departments. Section 8.2 reviews those professional accountancy 
requirements that have an important impact on the curricula, and Section 8.3 
summarises the chapter. 
8.2 FUNCTIONS 
8.2.1 IntrodLICtlon 
The basic functions of an academic accounting department are no different from those t) I 
of most other departments viz, to teach and to research. However, there are some 
differences in the duties undertaken by accounting departments, mainly because most 
them have a very close relationship with the accountancy profession. 
8.2.2 Teachin, ()- 
The amount of teacl-iingy undertaken varies considerably from one institution to 
another, and there are no reliable figures available of the actual class contact hours of 
individual lecturers. The UGC (1988a) preferred to examine teaching loads in terms of 
staff/student ratios. A survey that it undertook in 1987 indicated that teaching loads 
had been getting progressively heavier (p. 17). 4 1") 
Staff/student ratios, however, merely provide some indication of changes in student 
numbers related to changes in staff levels, and they do not necessarily indicate how 
much time lecturers spend in front of a class. There is no generally agreed definition of 
class contact hours (eg some departments may include the time spent supervising 
dissertations or visiting students on secondment), and accurate data are not available. 
However, what appears to be the case is that the actual formal time-tabled class 
contact hours of lecturers vary enormously from university to university, from 
department to department, and from lecturer to lecturer. Judging from a survey that 1 
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conducted in 1991 (the actual data have not been published), the AVERAGE annual 
class contact hours of university accounting lecturers involved in research was about 
140, and that of the equivalent polytechnic staff about 350. However, there were great 
differences between individuals eg, some lecturers did not do any teaching, while I 
others (all in polytechnics) had in excess of 500 hours. One thing was clear: no 
university lecturer had more than 200 class contact hours per year. This was not 
altogether unexpected, because the former polytechnics were primarily teaching 
institutions, whereas the universities were orientated much more towards research. 
The position may now be changing since the polytechnics have adopted university 
status, and it is possible that they are adopting the ethos and traditions of the old 
universities. 
While it is difficult to establish just how much teaching accounting lecturers undertake, 
it is certain to be very varied. Accounting is now taught widely throughout most 
universities on courses Such as business studies, engineering, and social sciences. 
Postgraduate accounting work is generally not extensive, although some accounting 
departments now have their own masters' degree courses, and they are also involved in 
postgraduate work in other departments. As in 1987, few accounting students go on 
to take masters' degrees and PhUs by research, (UGC, 1988a: p. 12), and so not many 
lecturers are likely to be involved in supervising post graduate students. 
Some departments (almost entirely in the new universities) run part-time and full-time 
certificate and diploma courses aloncy with various professional body courses (such as 
certified accounting, cost and management accounting, and chartered secretary 
courses). This type of work can mean an earlier start to the academic year, probably in 
early September instead of in early October as is normally the case for the traditional 
undergraduate decxree COUrse, and a later finish (sometimes well into June). It may also 
involve evening and weekend work. The introduction of the semester system is also 
tendina to extend the length of the acadernic year, even though there can be a long 
break between semesters. All of these factors mean that there are very few periods in 
the academic year when the staff are entirely free of teaching duties, and thus it is 
difficult for them to give their undivided attention to other duties, such as research. 
8.2.3 Research 
It was indicated earlier that the old universities were traditionally much more 
orientated towards research than was the case with the new universities. As 
accounting is Such a relatively new discipline in British universities, it is not clear how 
and in what way it absorbed a research ethos. No doubt as staff belgan to be appointed 
to posts in newly created accounting departments, they would be affected by the 
general research culture that had prevailed for 70 years. Furthermore, in order to give 
both themselves and the discipline some credibility (especially if they wanted 
promotion), they would undertake some research. 
There appears to be no evidence that the early academic accountants turned to 
research because it Would assist their teaching. Indeed, one lecturer interviewed as Z) 
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part of the case study work, stated that when he was first appointed to a post in one of 
the old universities, there was no pressure on him to do much if any research. He 
asserted that this position only changed after the first research ratings' exercise in 1986 
(UFC, 1989: pp. 1-2), after which it then became important for departments to achieve 
some credibility by being able to compete for the available funds. This lecturer's 
experience may not have been typical, but it is an interesting indication of what might 
have caused more emphasis to be place on research. 
The position in the former polytechnics was a little different. CNAA required staff 
teaching on degree courses to undertake research and RELATED ACTIVITIES 
(emphasis added). CNAA firmly believed that- 
... only 
by underpinning degree level teaching with an adequate level of research 
and related activities can the academic standards of its courses to be maintained 
and improved (CNAA, 1984- p. -3)). 
Thus polytechnic staff were not strictly required to take part in 'research' as such, 
provided that they were involved in 'related activities'. Related activities could include 
consultancy, professional practice (but only at a 'high level': routine work was not 
acceptable), scholarship, and creative work. This definition caused few problems for 
accountants. Although many of thern did not do any research, most of them were 
likely to be involved in sorne form of'related' activity, sucli as in practice, or acting as 
an examiner for one of the professional accountancy bodies. 
Accurate information about the amount of research now being undertaken by British 
accounting academics in both the old and the new universities is not easy to find. This 
is because 'research' can be defined so broadly, and it is difficult both to quantify and 
to assess its quality, Perhaps the best indicator to use, therefore, is that produced by 
the last research rating exercise (UFC, 1992). A summary of the outcome relating to 
the accountina unit is shown in Table 8.1 (overleaf). I=) 
Table 8.1 shows the results of the 1992 Research Ratings' Exercise for the 31 
accounting departments that SUbi-nitted a separate accounting unit return. Some 4n 
accounting departments either did not take part in the exercise (the new universities I 
were only 'Invited' to take part), or they were included in the business and 
management studies' (Unit 46) [p. 1], the most notable example of this being Lancaster 4 
University. Its accounting department had received the highest possible rating in the 
1989 exercise, but in 1992 it was included in the business and management 
department. This unit also achieved a grade 5. ie, the highest possible rating. 
Those departments that did submit a return were required to state the number of 
researchers included as a proportion of the total departmental staff in the unit. In the 
table these are shown in percentage groups, so that, for example, <20% means that Z- 17) less than a fifth of the department were submitted as being active researchers. 1-1) 
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RESEARCH 
TABLE 8.1 
RATINGS BY PROPORTION OF STAFF SUBMITTED 
RES- 
EARCH 
RANK- 
ING 
PERCENTAGE OF STAFF SUBMITTED 
95- 
100% 
80-90% 60-79% 40-59% 20-39% <20% Total 
5 2 2 
4 4 3 1 8 
3 4 1 1 6 
2 2 2 1* 5 
1 - I - 1* 6* 2* 10 
N 112 17 11 --- T1 17 13 1 31 N= number of departi-nerits. new universities. 
(Source- Whittington, 199-3): p. 389, Table 2) 
The five research ranking)-s relate to the quality of research as determined by the UFC 
(1992)- 
5 Research quality that equates to attainable levels of international excellence in 
some sub-areas of activity and to attainable levels of national excellence in 
others. 
4 Research quality that equates to attainable levels of national excellence in 
virtually all sub-areas of activity, possible showing some evidence of 
international excellence, or to international level in some and at least national 
level in a majority. 
3 Research quality that equates to attainable levels of national excellence in a 
majority of the sub-areas of activity, or to international level in some. 
2 Research quality that equates to attainable levels of national excellence in up 
to half of the sub-areas of activity. 
I Research quality that equates to attainable levels of national excellence in 
none, or virtually none, of the sub-areas of activity (p. 14). 
Bearing in mind , the main points that arise from Table 8.1 are as tl se ranki 
follows: 
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Only two departments received the highest rating ie, 5 with most of their staff C) being submitted as beii-ig active researchers, "n 
2) Only one old u. niversity got the lowest rating of 1, with between 80 and 90% of its staff being submitted as active researchers. II-: ) 
3) Of the II new universities included in the table, one obtained a rating of 4 (with 
less than 20% of its staff submitted, and one got a rating of 2 (20-39% of its staff 
submitted). The other nine departments got a rating of I (one with 40-59% of 
staff submitted, six with between 20-39% submitted, and two with less than 20% 
of the staff submitted). 
The table clearly demonstrates, therefore, that most of the research that was regarded 
as being of high quality was conducted in the old universities, and that normally a high 
proportion of departmental staff were involved in it. The new universities had very 
little research that met standards of national (still less international) excellence, and few 
staff were regarded as being active researchers. One new university did achieve a 
ratin of 4, but it was believed that this was largely because of the work of one lecturer 9 I=> who was a specialist in international accounting, I. - 
These results were not surprising. As expected, research that was acceptable and that 
was of high quality was almost exclusively conducted in the old universities, thus 
confiri-nino- the belief that the new universities were not generally research orientated 
(at least if the criteria used for researcli ratings' purposes is adopted). It will not be 
known for some time whether the 1996 Research Rating Exercise (HEFC et al, 1994) 
will result in that position clianging 
8.2.4 Other duties 
Besides teaching and research, accounting departments are involved in a wide range of Z) 
other duties. The courses that they run and on which they teach (both within their own 
and in other departments) involve a considerable amount of administration. In this, of 
course, they are no different from other departments. However, there are few other 
disciplines (apart from perhaps law and mathematics) that are taught quite as widely 
throughout a university, and sometimes for such an exceptionally long academic year. 
Accountants have, however, other responsibilities. They may be expected, for 
example, to run special courses for the various professional accountancy bodies, or to 
act as examiners and assessors for thern, Some lecturers may have some clients (vital 
for tax lecturers if they are to keep up to date with changes in accounting practice), 
while others may do some consultancy (useful, if not essential, for management 
accountants), or have their own private practice (beneficial for auditing and financial 
accounting lecturers). A few may write accountina text books and professional journal C) "D 
articles. Such publications rarely count as SCHOLARSHIP (Alred and Thelen, 1993), 
but in accounting the process involved in writing them can help to clarify the practical IZ 
and technical problerns which form a major part of most accounting courses (BAEC, 
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1995). This point was confirmed by a number of participants in the case studies (eg, at 
Ash and Cedar). 
Thus in summary, it can be argued that while staff in other disciplines may also have Z- wide academic interests, there are few other professions that offer the same 
opportunities for extra curricula activities as is the case with accounting. This means 
that accounting lecturers are usually very busy academics, even if they are not involved 
in research ie, in investigatory work of an original nature. 
8.3 CURRICULA CONSTRAINTS 
In theory, it is possible for any accounting department to design a course of its own I=) making, provided that it satisfies its own University requirements. In practice, it does 
not have that freedom (Edwards, 1994: pp. 80-90). 
About one third of accounting degree students graduating in 1987 went on to take the C) C) 1_: ) "17 examinations of the various professional accountancy bodies (UGC, 1988a: p. 6). 
Accounting positions are now more difficult to obtain (CSU, 1995), partly as a result 
of the increased number of students seeking accounting positions, and partly because 
following the economic recession of the 1990s, there are fewer openings available. 
Students who have taken an'approved' degree course receive considerable exemptions 
from the accountancy bodies, but in order to obtain such recognition, departments 
have to abide by the requirements laid down by the various professional bodies. It 
would be possible to ignore such requirements of course, but there would then be a 
risk that the recruitment Of Students on to a non-approved accounting degree course 
would be impaired. 
The five main UK accountancy bodies (the Irish Institute is not a member) monitor 
academic courses (including accounting degree courses) in the United Kingdom AND 
Eire through the Board of Accreditation of Educational Courses (BAEC). This body 
accredits certain Courses to ensure that students who seek exemption from the 
sponsoring bodies' examinations have studied the appropriate subject matter, and have 
been assessed at an appropriate depth and with sufficient vigour (BAEC, 1995: p. 3). 
The BAEC requirements are complex and detailed, but degree schemes are expected 
to display a major commitment to accounting and its related disciplines (p. 20). While tp 
professional body examination papers may not necessarily correspond exactly with the 
course titles offered in degree course, the BAEC look for subject coverage of financial 
accounting, management accounting, financial management auditing, taxation, C 1= CID 
quantitative analysis, public finance, business policy/management,, information 
technology, and company law (p. 20). 
It is expected that the coverage and the treatment of the subject matter will be 
substantive and consistent. The BAEC expects examinations to be mainly written, and 
they should be able to. 
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demonstrate a reasonable balance between theory and practice (p. 21). 
Assessment arrangements are such that apart from perhaps information technology, 
normally 70% of the assessi-nent would consist of formal examinations and only 30% 
of individually assessed coursework (p. 21). 
A key paragraph that is particularly relevant in respect of this study, and one which 
largely determines the content of accounting degree courses reads as follows: 
Coverage and treatment of the subject matter of the relevant professional 
syllabus should be substantial and consistent with the need to equip 
candidates for any subsequent level of professional examination in the subject. 
Detailed coverage should in any case represent the greater part of the relevant 
professional syllabus and include topics thought fundamental to that study (p. 
20) 
Thus the BAEC requirements mean that if accounting departments want their courses 
to be accredited, then they must reflect to a considerable extent the requirements of 
professional accounting examinations. In addition, they are restricted as to what forms I 
of assessment they can use. 
It is impossible to give precise details of exactly what proportion of an accounting 
degree course is determined by BAEC requirement. They are not unduly restrictive in 
terms of content, and there is usually sufficient flexibility to include additional items. 
The main difficulties arise for two main reasons: 
Students have to be well tutored in those subjects or topics for which they will 
receive exemption. Inevitably, this involves using examples obtained from 
previous professional examination papers. The questions that they contain give 
the appearance of there being, a'right' and Vrongg' answer, especially when'model' 
or 'suggested' answers are available. Thus students become used to tackling 
accounting questions that appear to have a single 'correct' solution (Bandy, 1994: 
p. 4-3)). This means that unless lecturers stress that different answers may by 
obtained by adopting different assumptions, there is a danger that students come 
to accept that accounting problems do not have variable solutions. C> 
2) The demands of the syllabus and the need for the students to achieve a high 
standard of performance in tackling standardised examination questions do not 
allow sufficient time for optional solutions and new ideas to be explored (even 
though the BAEC does recognise the importance of theory). 
The BAEC constraints inevitably mean that a common method of accounting 
teaching is that which may be described as 'technique-based' teaching. In 
essence it works as follows: 
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3) This is tile way the aCCOLIntancy profession requires it to be dealt with. 
4) This is how it is done. 
5) Now you have a go at tackling a similar problem. 
If there is time, then the leCtUrer may add a sixth point- 
6) Do you think that there are better ways of tackling the problem? 
An alternative Or Supplementary teaching approach would be to adopt a method 
normally known as 'research-led' teaching. The term 'literature-] ed' is to be preferred, 
however, because it is more descriptive of what is involved. 
Literature-led teaching requires the lecturer to introduce the students to different ways I of tackling old and new accounting problems by referring them to the academic 
literature on the subject. By examining the various ideas that have been worked on by 
specialists, students can subject the articles to a highly critical review. This means 
that they benefit in two ways. 
1) they will learn that there are optional ways of tackling accounting problems; and 
2) the exercise develops their critical faculties which should then benefit them in 
their subsequent careers as they begin to tackle new practical problems and issues 
(Bandy, 1994- p. 427). 
There is no doubt that students find literature-led learning very difficult. If they have 
been used to a technique-based approach during the early stages of their course, they 
find it frustrating and unsatisfactory to tackle problems that do not appear to have a 
solution. Hence if literature-led teaching is to work, it has to be gradually combined 
with technique-based learnin(, -,, preferably in the first year of the course (Burilovich, Z 1992). Thereafter, the balance between the two needs to be changed gradually until by Zý 
the final year, literature-led teaching become predominant (this is the teaching 
approach adopted at Pine University, one of the case studies used in this project). 
Furthermore, literatUre-led teaching is unlikely to work if it is only adopted by a few of 
the lecturers teaching on the course (a point that came out at Oak University). 
There is no doubt that if literature-led teaching is incorporated at the earlier stages of a 
course and most of the teaching tearn adopt it, then the students are put through a 
rigorous procedure that requires them to think deeply about problems for which there 
are no easy solutions. Some of the issues that are covered in the academic literature 
deal with problems that even some of the most experienced accountants in the 
accountancy professiori have not beeri able to solve, so it is asking a great deal of 
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students to expect thei'n to critique material that deals with issues that go well beyond 
their knowledge and experience. Hence it is necessary to ensure that the academic literature is carefully chosen, and that it is appropriate for undergraduate students at 
various stages of their course. 
8.4 SUMMARY 
The main duties of accounting staff are similar to those required in other departments 
ie, to teach and to research. However , in many accounting departments, the range 
and scale of different courses can be considerable, and accounting may be taught 
widely throughout the university. The length of the teaching period may extend well 
beyond the normal academic year, and there can be a considerable amount of evening 
and weekend work. As a result of all of these factors, the class contact hours of 
individual lecturers may be very high, and when this is combined with the additional 
administrative work-load attached to teaching on many courses, there is great difficulty 
in having sufficient time for other duties, such as research. 
This is the position that has faced accounting staff in the new universities for very 
many years, but it would appear that their colleagues in the old universities have been 
more fortunate. It can be no coincidence, for example, that virtually all of the high 
quality research as assessed for research ratings' purposes has been undertaken in the 
old universities. 
Accounting departments also differ frorn other departments in another respect. A high 
proportion of accounting staff will normally be members of one of the six major 
professional accountancy bodies, and many of them have come into teaching after 
having had experience in commerce, industry, or practice. Most of them retain their 
links with their respective professional bodies, and this means that they often undertake 
additional work on behalf of such bodies. This continual professional experience does 
help to maintain their contacts with the non-educational world, and this may assist in 
keeping them up to date with current accounting practices. In the past, it is perhaps 
this element of 'related activities' which has substituted for the 'research' element that 
lecturers in other disciplines (especially in the former polytechnics) were expected to 
pursue. 
Course development in accounting departments is somewhat constrained because of In the need to ensure that the syllabi satisfy the requirements of the BAEC. Students 
would not otherwise (Tain exemptions from their subsequent professional examinations, 11--) 
and departments that had not then been accredited would have difficulty in recruiting 
students on to their courses. 
While BAEC requirements allow for some flexibility in course design5 it is contended 
that these requirernents do encourage the adoption of a technique-based form of 
teaching at the expense of a fiterature-led approach. As a result, accounting students 
are often reluctant to question existing, practices, and there is then a danger they leave 
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problems have 'right' and 'wrong' answers. This is university believing that accountin, () 
a theme that will be returned to in later chapters. 
It is now time to review the five case studies that were undertaken as part of this 
project. The first case study to be considered is the pilot study carried out at Ash 
University. This forms the subject of the next chapter. 
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CHAPTER 9 
ASH UNIVERSITY: THE PILOT STUDY 
9.0 INTRODUCTION 
As explained in Chapter 6, five UK accounting departments were initially chosen in 
order to investigate the belief about research and teaching, one of which was to be 
used as a pilot study. It was believed that by carrying out a preliminary study, it would 
be possible to determine more accurately matters such as the time needed to conduct 
the semi-structured interviews, the relevance of the proposed questions, and the 
usefulness of the likely responses. Thus if the pilot study showed that there were some 
major flaws or ornissions in the conduct of the interviews, there would be an 
opportunity to make appropriate amendments before beginning work in the other 
departments. It was also considered vital to gain some experience of operating a 
repertory grid session with a group of students, and to be able to gauge their reaction. Z. 
The main aims of this chapter are to review the progress of the pilot study, and to 
illustrate its most siunificant features. The chapter is divided into five main sections. 
Section 9.1 gives some background information about Ash University and its 
accounting department. Section 9.2 outlines the general conduct of the case study. 
Section 9.3 reviews the interviews with the academic staff, Section 9.4 contains a 
similar review of the students' repertory grid exercise, and Section 9.5 provides a 
summary of the chapter. 
9.1 THE BACKGROUND 
It is not proposed to go into very much detail either about Ash's history or about its 
current activities, because it would then be difficult to maintain the anonymity of the 
participants. While such information would be of some interest, it is not essential to an 
understanding of the data obtained from either the staff or the student interviews. C) 
Ash University is a relatively new institution. It was founded in the mid 1960's as a 
local authority college, and it was some years before it eventually became a I 
polytechnic. Following the passing of the Further and Higher Education Acts of 1992 4_7 1=) 11 
(Great Britain 1992a, 1992b), it was then in a position to claim university status. Ash 
is a fairly large university, having some 10,000 equivalent full-time students. As is still I. - Zý 
common with most of the former polytechnics, it offers a wide range of full-time and 
part-time degree, diploma, certificate and professional courses at both undergraduate 
and postgraduate levels. It has pursued an active research and related activities' policy 
for at least the last ten years, but It Still regards itself primarily as a teaching institution. 
However, like many of the new universities, its objectives have been reviewed, and it 
now intends to become niucli more actively engaged in research. 
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The origins of the accounting department at Ash University also go back to the 
founding of the original institution. Until 1980 the department was mainly involved 
with teaching on part-time professional, certificate, and diploma accounting courses. 
In 1980 it began to offer a CNAA accounting ordinary degree which was later 
converted to an honours' degree. The department is now a large one, having some 30 
full-time accounting lecturers, most of whom hold a first degree as well as a 
professional accounting qualification. Only five lecturers, however, have higher 
degrees. 
Like Ash University generally, the department considers itself primarily a teaching 
department. Besides its full-time accounting degree, it offers full-time and part-time 
certificate, diploma and professional accounting courses. In addition, almost all other 
degree courses at Ash have an accounting input, and this means that the lecturers 
undertake a considerable amount of servicing work in other departments. As the 
university is housed on a number of sites in different parts of the city, the staff spend a 
considerable amount of tirne travelling between sites. 
The department would not have been able to grow to its present size if it had remained 
almost entirely a teaching department. As outlined in the last chapter, CNAA 
regulations required academic staff to be involved in 'research and related activities', 
especially if they were teaching on honours' degrees (CNAA, 1990: p. 18). Very few 
of Ash's accounting lecturers had ever been involved in research (if research is 
narrowly interpreted to be the pursuit of new knowledge), and only four of them have 
ever published in refereed journals. The staff have, however, been heavily involved in 
'related activities', such as private practice, and examination and committee work for 
the professional accountancy bodies. Three of the staff have written text books, and 
eight have published articles in professional accountancy journals. 
Until the economic recession of the 1990's, between 70% and 80% of Ash's accounting 
graduates normally obtained employment in accounting related jobs (it is now down to I 1=0 
about 50%). Over the last ten years many of those that went on to study for 
membership of one of the six main professional accounting bodies eventually became a 
member of such a body. Thus the department considers itself to have been a highly 
successful teaching department, but it recognises that it -has a very weak research 
record. This is now changing, partly because it is having to do so in line with 
university policy, and partly because it recognises that if it is to be credible as a 
UNIVERSITY department, it has to have some sort of acceptable research record. 
9.2 THE CONDUCT OF THE CASE STUDY 
9.2.1 Introduction 
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The reasons for choosing Ash Univel-Sltyfor the pilot study were outlined in Chapter C) 6. It proved a fortunate choice because no major obstacles were encountered, and all 
requests for information were met. 
9.2.2 The staff 
A total of ten staff were interviewed: two senior academics, the head of department, 
and seven lecturers. None of the interviewees objected to notes being taken or to the 
interview being recorded, and only one interviewee (a senior academic) asked for the 
tape recorder to be switched off, and then only for a very brief period. 
The questions put to the interviewees were framed in such a way that they could 
respond as openly and as freely as possible. A strenuous attempt was made to avoid 
asking leading questions, but this meant that on some occasions, the interviewees were 
quite mystified by a question, and some further guidance had then to be given. For 
example, one respondent was asked- 
Ri pj) ht* Is there any other role besides teaching then, that research would be 4 directed at - as YOU see it? 
This interviewee did not hesitate to ask for clarification of this rather confused 
question (although he went on to answer the question without receiving it): 
I sense that you are wishing me to answer the question without prompting me. 1=) There are those who would believe, and I'm sure it's a widely held view, that one 
of the objectives of research is to achieve promotion... 
At each stage of the interview, an opportunity was given to the interviewees to 
summarise their feelings about particular issues. This sometimes resulted in their real 
views (rather than the departmental or the university view) becoming more apparent, 
and this was particularly obvious at the end of the interview when they were asked if 
they wanted to add anythincy further. This often resulted in a great deal more 
information being revealed than had been the case at earlier stages of the discussion. 
Most interviews lasted for less than one hour. Although an attempt was made to keep 
a strict control of the time, sorne interviewees were only too willing to talk at great 
length. It appeared that they welcomed the opportunity to vent their personal and 
professional frustrations on a sympathetic listener, but this meant that there were then 
some lono, and irrelevant passages. 0 1-7ý 
9.2.3) The students 
The repertory g-rid exercise carried out by the students was organised on the lines 
described in Chapter 6 (Section 6.2.2.2). At that time there were 72 students in the 
final year of Ash's accounting degree course. Eight students were randomly selected, I but only six of them turned LIP for the ai-ranged session. 
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The experiment was conducted comfortably within the hour. Only two main problems 
arose- (1) Some Students did not understand that they had to rate each element for each 
construct; and (2) it would have been helpful to have had a more detailed description 
of some constructs e(T ,,, a construct such as 'lectures interesting/lectures boring' does 
not provide an explanation of why some lectures are interesting while others are boring. A much greater attempt was made to deal with both of these problems in the 
other four case studies. 
9.2.4 Documentation 
Ash did not place any restrictions on the conduct of the case study, and there were no 
difficulties encountered in consulting any documentation that was thought to be of 
some help. The documents consulted included general university policy statements on 
teaching and research, and minutes of boards of studies examination boards, 
examiners' reports, and annual reports. While such documents provided some useful 
background information in understanding how the department operated, they did not 
prove to be of very much assistance in attempting to answer the main research 
questions and hypotheses posed in the study. 
9.3 THE STAFF INTERVIEMIS 
9.3.1 Introduction 
As outlined in Chapter 6 (Section 6-3.2) five key questions emerged from the 
interviews. These were as follows: 
1) What is meant by'teaching'? 
2) What is meant by 'good'teaching? 
3) How is meant by 'research'9 
4) How does research benefit teaching? 0, 
How does the research climate in a department/university research help the 
students' learning process? C) 
The views expressed in the interviews at Ash in response to these questions are 
reviewed below. 
9.3.2 Teaching 
It soon became clear that most lecturers had never given much thought to the 
distinction between 'lecturincy, ' and 'teacli'n, (=), -'. This is a particularly important 
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distinction in respect of this project, because the belief about research and teaching is 
expressed in terms of ood TEACHING and not good lecturing. Lecturing normally 9 ltý has a much more restricted i-neaning than does teaching. As indicated in Chapter 5 
(Section 5.2), 'teaching' can consist of a wide range of duties, and 'lecturing' is only one 
of them (albeit an important one). 
It follows that if lecturers are to be assessed on whether they are good teachers, then 
they should be judged on all that they do, and not just on how well they can deliver a 
lecture or conduct a tutorial. This was the point behind the question asking lecturers 
what their teaching duties included. However, it was only when they were offered 
some guidance that most of them gave details of duties that went beyond lecture and 
tutorial work. Very few of thei-n, for exarnple, remembered that helping students was 
also a feature of their work. As will be seen later, this turned out to be a significant 
point, because the STUDENTS thought that this was a most important duty. 
9.3.3 Good teaching 
The interviewees found it even more difficult to define what was meant by being a 
'good'teacher. When one senior academic was asked if he could provide a definition 
of good teaching, he responded quite bluntly by retorting: "No". This was despite the 
fact that he had chaired a great many promotional panels, and that good teaching is 
one of the criteria adopted by the university in determining promotion. However, 
when invited to reconsider his response, lie did state that 'good' teaching focused on 
'effective learning, but he admitted that this in itself was a complex issue. He then 
went on to argue that defining good teaching was like the elephant: it was easy to 
recognise but hard to describe. 
One of the other senior staff members was a little more forthcoming. He came up with 
the following definition (althouagh he was at pains to point out that it was his own Z: ý 1ý definition and not that of the university). 
... somebody 
first of all who is competent in their discipline, is well organised ... 
and this is the one which in a sense which you can't put into words but in fact 
when you see it happening and that is somebody who feels the blast, can create '7 
enthusiasm in a class of students to learn. 
The key words here are 'competent'. 'organised', and 'enthusiastic'. It is interesting to 
check just how far these sentiments were echoed by those staff who actually had had 
some experience of teaching accounting. One long standing member of the department Cý 
did not even pretend to be able to offer a definition. He stated that it was "a thorny 
problem", and that there was a need for a staff training programme. By contrast, one 
other senior member went straicylit to the point: Z7) 
... good teaching achieves objectives 
however they happen to be laid down. 
17. 
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Another lecturer argued (as did a number of others) that what made a good accounting 
teacher would equally apply to other disciplines- 
... I suppose 
it would apply to any teacher in any subject ... I think that 
being lots 
of things, perhaps being able to explain difficult things in a language or put it C) C) ltý 
across in a way that people can understand or helps them to understand and makes 
them interested in pursuing an area on their own and treating students as 
individual human beings rather that just cannon fodder or whatever. Show them 
that you yourself are hurnan ... I 
draw attention to mistakes that I make ... which 
often amuses and makes the point that everyone makes mistakes. You can be the 
best 
... specialist 
in the world but it shows that you are not different from them, 
you have just got more experience and at this stage know more than they do about 
the subject so that I think that in general terms probably - yes in terms of human 
relationships ... that is a very important thing. 
This same lecturer also made several interesting points about what he thought made a 
good teacher of ANY subject. In summary, the qualities he outlined were: clarity and 
understandability of exposition, the creation of interest in the subject, and the ability to 
empathise with the students (and VICE VERSA). Another lecturer went much further 
on this last point. He believed that empatliising with the students was probably one of 
the most important skills that an accounting lecturer should acquire. 
He felt that it was important to have the ability to put oneself in their place, to find out 
what they wanted, and then to break the subject down into areas that they could 
identify and thereby understand. 
This point was expressed somewhat differently by one of his colleagues. He thought 
that it was necessary to be able to create an environment where students could relate 
to the subject, where they could enjoy it, and where they were prepared to question 
what they did not understand. 
This ability to make the students understand was expressed in different ways by a 
number of lecturers, for example- 
... 
it would include something, that gets a message across to a body of students ... Z> t) 
or as a group. I think it should also be something which encourages them to want 
to find out something more about whatever the subject is and I think it should be 
put across (which isn't quite the same thing) in a way that encourages them ... to It) 
corne back rather than feel that they have got to turn up as if it is some form of 
penance for whatever the nature of classes may be. I think you have got to sell it. 
One lecturer did try to describe what she thought made a good ACCOUNTING 
teacher: 
I think the answer depends very much on your own view of accountancy or what 
the purpose is. 
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She wanted students to understand what was happening in the real world: to be 
commercially aware of the pressures that existed "out there". Consequently, she felt 
that it was necessary to provide them with some sort of framework to fall back upon. 
Upon being prompted, she related her answer to good teaching generally. She 
suggested that perhaps approachability was the most important factor. 
Another lecturer appeared to give a rather curious response. He thought that it was I important for a teacher to be able to "keep his students talking during a class", but also 
one who was able to relate his material to the outside world, and to stimulate the 
students' interest. He stressed that it was also important for lecturers themselves to 
keep high standards, and to show some 'models' of honesty. 
The key words or phrases that arise from these extracts suggest that good teachers 
(and not just accounting teachers) have to achieve the objectives laid down for the 
course. They have to be competent, enthusiastic, empathise with the students, be 
commercially aware, approachable, and be able to get the subject across by making it 
interesting, stimulating and understandable. If research is an essential activity to 
ensure good teaching takes place, therefore, there must be something about it which at 
the very least enhances these qualities. 
9.3.4 Research 
When asked to provide a definition of research, it was not surprising to find that some I 
interviewees at Ash fell back on the old CNAA requirement and included 'related 
activities' as part of the definition. Those who had a more scientific background were, 
however, much more precise. One of the senior staff responded as follows: 
Gosh that is a $64,000 question isn't it? ... 
I will start off by describing it as 
perhaps a more narrow view as somebody Involved in [another] discipline and 
there, research means that you are taking within some defined area the boundaries 4 
of knowledge forward. This definition I think probably expands across other 
disciplines quite satisfactorily. 
A lecturer who had a science degree also defined research in scientific terms. His 
definition was- 
... investigating a phenomenon and 
formulating a theory to explain this C) 4-: ) 
phenomenon and testing it and reaching a conclusion or not as the case may be. I Z: ) 
He went on to argue thav 
When I try to and apply that to accountancy or tax I have some great difficulty 
because they are rnan created entities rather than natural phenomenon ... 
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Another lecturer agreed with this point. After defining research as "the study of new 
areas to come up with sorne new ideas", he went on to remark: 
To be really honest, along with this department, I cannot come to terms with 
research in the field of accounting. I have to keep research to the field of science 
and coming up with something really worthwhile for the world in some way. 0 
Other interviewees thought in much more general terms, for example: 
It's rather like teaching. It has all sorts of facets. At one level there is pure 
research, as you might say, leading to a refereed article ... 
At the other end of the 
scale (I wouldn't place values on that, because I think they are equally important in 
their own way) is simply ... professional updating ... which 
is absolutely vital for 
any professional particularly one who is engaged in lecturing activities. There are 
a number of other activities which I think can be correctly called scholarly 
activities, reading of articles and so on and just general updating ... 
Such a wide definition means that almost all accounting lecturers must be involved in 
research if the definition includes an activity such as professional updating. This may 
help to explain why another interviewee (with over five years teaching experience) 
argued that he was an active researcher, even though he had only ever published two 
short articles in student journals. He defined research as: 
Just looking at what's going on, keeping up to date to support the teaching or to 
just know what's going on, that's sort of one level of research right up to moving 
knowledge on of being at the cutting edge of knowledge and that's the sort of the 
extreme of research, if you like. 
Some lecturers gave some very long explanations, as the following extract 
demonstrates. 
I think that research is something where there is some sort of scholarly activities 
where we are trying to better or you are doing work not necessarily immediately Cý 
from a normal teacliin(y type role, preparation whatever you are doing, work in a C) 
particular area in accounting which interests you which would involve a greater 
degree of specialism and level of detail that is over and above the normal role for 
accountants, so you can pick an area which appeals to you where you would like 
to perhaps know a lot more detail about and to try and come to terms with that 
particular area and it will involve research, finding out what other people have 
written about their pc-cirticular area. Trying to synthesise with your own ideas 
about that particular output or report or whatever on the basis of the reading you 
are taking place under. 
Another definition was much briefer and perhaps more conventional: 
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Gathering new information or putting a new slant on some information that has 
already been analysed but perhaps looking at it from a different point of view and 
try to draw some conclusions out of that, but certainly I think the definition is this 
new knowledue... Z) 
Another lecturer agreed with this definition, but lie went into more detail about what 
research involved 
I suppose it would be seen to include as its objective either the discovery of new 
knowledge in whatever field is appropriate or an analysis of existing phenomena, 
observations, questionnaires, studies, whatever, about existing knowledge in order 
to interpret that information in a different way, in a new way, by shedding some 
light on somewhere else. 
It is clear from the above extracts that research can be defined very widely: it can 
range from routine lecture preparation to pure research ie, the search for new 
knowledge for its own sake without having any definite aim or practical objective in 
mind. This means that by adopting Such a wide definition, it is difficult to argue with 
the proposition that in order to be a good teacher it is necessary to be an active 
researcher. if lecture preparation can be defined as research then almost certainly a 
good lecturer will need to be well prepared. Once again, therefore, in attempting to 
explore the relationship between teaching and research, there appears to be a 
definitional problem. 
9.33.5 The direct impact 
Once the interviewees had defined what they thought was meant by research, it was 
possible to ask them to explain what impact it had had on their teaching. One of the 
senior staff in fact did not look for any DIRECT impact of research on an individual 
lecturer's teaching. What he was more concerned about was ensuring that lecturers 
continued their professional development, and he believed that research was just one 
way of ensuring that this happened. In his view, research had much more of a general 
impact on a department. 
This senior staff member had had a great deal of experience of overseeing the 
accounting department, and for this reason he was perhaps much more realistic about 
its research potential thc-cin was his colleague who had far less knowledge of the 
department. However, that colleague made one important suggestion. He asserted 
that it was very difficult for lecturers to supervise student dissertations unless they 
themselves had some research experience. This appeared to be a very good point, 
although the same could be argued, no doubt, about other duties. Generally speaking, 
new staff were plunged straight into 'teaching', often without any prior experience. 
They were expected to know how to plan and deliver a lecture, hold a tutorial, set and 
mark assignments and examination papers, and to supervise dissertations. There can 
be little doubt that ANY experience can be useful. However, it is by no means clear 
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why experience may be essential for supervising dissertations, but by implication it was C) 
considered to be of less relevance in performIng other duties. 
Some of the lecturers argued that they did not do any research (at least by their own 
definition) and therefore they were unable to assess whether research benefited 
teaching directly. Even so, one lecturer still felt confident enough to be able to assert 
that there might be some benefit to the students from a research-led approach, even 
though according to his science-based definition he did not do any research: 
... I think ... maybe more developing their minds more than their critical faculties... As far as knowledge is concerned I think it is using the subjects to develop their 
thought processes... 
He was asked to clarify what he meant by developinLy 'their minds' instead of their 11) 'critical faculties' as they appeared to be the same thing. He replied: 
... 
I feel that it is mainly to analyse a problern or to try and understand and explain 
why something is the way it is. Maybe look at alternatives - does it have to be 41-1) that way? ... 
It is more to perhaps expand their awareness of how the world ticks 
or as I know it ticks. 
It would appear from this argument (and it was mentioned by two other lecturers) that 
being involved in research required them to be critical of other researchers' work. 
Their critical faculties were then used in presenting material to their classes, and they 
also encouraged their students to be similarly critical before they accepted what they 
were taught. For most other lecturers, however, the main reasons why their research 
(which might range frorn routine lecture preparation to the discovery of new 
knowledge) had an impact on their teaching were as follows- C) 
1) it provided them with a wider range of additional and up to date material which 
could then be related more to other disciplines, 
2) it gave them personal credibility, 
3) it added extra interest and excitement to thejob; and 
4) it stopped thern fi-orn becoming bored and stagnating 
While it is probably factually correct that an involvement in research can provide 
additional material for use in the classroom, there are also other ways of supplementing 
lecture and tutorial material ea, by encouraging students to read and to critique journal 
articles and conference papers. The concept of 'up to date' material is somewhat 
foreign to the discipline of aCCOL111tillo. AcCOLintincy is not like some of the physical 
sciences where within a relatively sliort period of time existing knowledge may become 
obsolete, While frequent and significant clianges do take place in accounting, they are 
rarely so slanificant that in the short term existing knowledge becomes redundant. 1=ý Cln 
Most of the other alleged benefits relate to the personal development and status of 
lecturers. It appears reasonable to assLime that if lecturers themselves are not 
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interested in their subject, then they are unlikely to interest their students in it. Thus an 
involvement in research is to be welcomed if it ensures that lecturers do not become 
bored with their teachinsly. However, it became clear from the pilot study that not all C) lecturers needed another interest if they were not to become bored with teaching. 
Even if they did become bored, there are other activities that may help to alleviate 
boredom (eg, by writing professional journal articles, or by becoming an examiner for 
the professional accountancy bodies). It would appear, therefore, that while a sense of 
self-fulfilment may be an essential ingredient of good teaching, it cannot be claimed 
that research and research alone provides that ingredient. 
This argument might suggest that the Ash interviews have not identified a Factor X I inherent in good teachin(y, and one which could only be gained by being actively ID 
involved in research. However, although this was the preliminary conclusion following 
the completion of the interviews, there was a clue provided by one of the lecturers. 
This clue only became apparent as more case studies were completed and the results 
analysed. 
Besides having written two text books, one lecturer was also a regular contributor of 
articles to a number of professional accounting journals and students magazines. He 
did not claim to be involved in writing about new knowledge, but he had been very 
successful in dealing with existing knowledge in such a way that it could be easily 
understood by students and practitioners. Thus what he had to say appeared to be 
quite significant. In response to a question asking him if he had generated a 1=0 1-n 
considerable arnount of his own niaterial he replied as follows- 
Yes. In some ways it is a sort of iterative process because a lot of articles come 
out of the material you have been generating, so you have got material of sorts 
which are made up from various sources no doubt, and one of the uses of the 
article is that it focuses the mind to distil that and lay it out more explicitly, the 
presentation of quantitative aspects of it and so on, and therefore polishes up the 
end product so that it is better able to be used. 
He returned to this theme at a later stage in the interview when he was asked how the 
material that he cyenerated benefited his teaching: Z) 
My view is that if you go to the effort of generating material especially, as I said 
earlier, if you are generating material, especially if it is going to be published CID 
anywhere it has to be polished, well constructed, well illustrated, and even if it had 
to be used in an informal way, in overhead transparency slides, which are divorced 
from the actually published material which is processed differently, that structure 
must corne across in the way that will be perceived by students as well as being 
well organised and well StrUCtUred. ZI-) 
In other words, writing articles for publication involves thinking up an idea or C developing a theme. The idea or theme has then to be developed and written in a way 
that makes it readable. The piece has then to be constantly worked and reworked 
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before it is fit for publication. It involves a combination of qualities such as originality, 
clarity of mind, persistence, organisational ability, and written communication skills. 
All in all, the entire process focuses the mind and causes the writer to think clearly and 
more deeply about the issues in question. The implication here, of course,, is that the 
lecturer's own deep approach to learning is then applied to his/her teaching (Marton 
and SaIjo, 1984) 
9.3.6 The indirect impact 
As was indicated in Chapter 5, there is a belief that the research experience feeds 
through into the students' learning experience INDIRECTLY and not directly. This 
belief appears to revolve around the assertion that the general air of excitement that 
prevails in a department or an institution where new discoveries are being made 
communicates itself to the students, and that this then makes them more excited by 
what they are expected to learn. Thus the proponents of this belief argue that the 
benefits of research to students come from a culture in which everyone participates, 
and not from individual lecturers being engaged in research. It> C) 
This argument may appear a little idealistic, but there might be some truth in it. 
Someone who is particularly involved in a subject, for example, can often encourage 
non-participants to take an interest simply because the proponent can make it so 
interesting. Consequently, the collective example of just a few enthusiastic lecturers in 
a department may be sufficient to convince students that studying can be both exciting 
and fun. 
Irrespective of whether there is any credibility in the belief, the two senior staff at Ash 
University appeared to Support it, but this was not generally the case with the 
accountincy staff As one remarked about the department- 
... there isn't really in the 
department a research ethos 
Thus it would be difficult for Ash's accounting students to be swept along by an air of 
excitement as a result of the research work being done by the staff The staff may talk 
to each other on a casual basis, they may use some of the articles published by their 
colleagues, they may sometii-nes attended departmental staff seminars, but on the 
whole, they did not appear to exchange many ideas and views about research. A 
senior lecturer put it this way: 
I'm not aware of what their current work is. There is to me no vehicle within our 
department, for example, which encourages me and them to become aware of 
what individual mernbers of staff are doing Cr 
In fact, this lecturer was not quite correct in his assertion that there was no 'vehicle' 
within his department. It appeared, for example, that for a number of years, the 
department had mounted a series of staff research seminars (between six and nine times 
a year) which were addressed by invited guest speakers both frorn within and from 1ý) 
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outside the university. The idea of these seminars was to learn from the experience of 
other researchers, and for the speakers themselves to test their idea in front of a critical 
audience. 
Nonetheless, it follows that if the staff theri-iselves are not aware of what research in 
going on in the department, then it is highly unlikely that the students would be any 
better informed, and hence they would not be able to benefit indirectly from a 
departmental research Culture. 
9.4 THE STUDENT INTERVIEWS 
The six students who took part in the pilot repert-ory grid session produced a total of 
52 constructs (one of five constructs, one of six, one of eight, two of ten, and one of 
13). 
A summary of those elements that showed the closest and strongest relationship is 
shown in Table 9.1. An example of a computerised grid may be found in Appendix 
9.1. 
TABLE 9.1 
AS14 UNIVERSITY: MATCHtNG OF ELEMENTS 
STRENGTH 
NUMBER OF OF THE 
ELEMENTS MATCHINGS RELATION- 
SHIP 
El Good accounting teacher 3 1 very strong 
E6 Expert accounting teacher 2 strong 
El Good accounting teacher I Strong 
E3 Fairly good accounting teacher 
E6 Expert accounting teacher C) 
E3 Fairly good accounting, teacher Z 
I Strong 
E4 Helpful accounting teacher I=) E6 Expert accounting teacher I E4 Helpful accounting teacher I Very strong 
E6 Expert accounting teacher 
Total 6 
(Source. Students' constructs) 
As explained in Chapter 6 (Section 6.3.3), the computer program matches and groups Z) 
those elements that show the strongest relationships. The table shows that three of the I- 
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students perceive a strong relationship (very strong in one case) to exist between a 
'good accounting teacher' and an 'expert accounting teacher'. One student's grid 
indicated that there was a very strong relationship between an 'expert accounting 
teacher' and a 'helpful accounting teacher. Another student rated a 'good accounting 
teacher', a 'fairly good accounting teacher', and an 'expert accounting teacher' as 
having a strong relationship, while another one thought that there was a similar 
relationship between a 'fairly good accounting teacher', a 'helpful accounting teacher', 
and an 'expert accounting teacher'. 
The constructs obtained are, of course, the students' own perceptions of the six 
accounting teachers whorn they think match the given elements. Any interpretation of 
their constructs, therefore, means that analysts may be building their perceptions on 
top of the students' perceptions, and that there is a danger that their interpretation may 
be far from what the students meant or intended. 
With this caveat in mind, it is possible to sUmi-narise the main qualities which these six 
students thought were important characteristics of good accounting teaching. The 41n 
most important characteristic appears to relate preparation and organisation. Students 
expect staff to be conscientious about preparing material for their classes, and they like 
it to be presented in a structured and cohesive format ie, point I followed by point 2, 
and so on. 
Ash's students rated highly those lecturers who make the subject matter interesting. 
Unfortunately, their constructs gave few clues as to what they meant by 'interesting'. 0 
One student suggested that a good lecturer was one who "makes you want to find out 
more after his/her lecture", as opposed to one who "makes you want to forget about 
that subject until the next lecture/tutorial". Another student thought that lecturers 
could be good if they were "funny" as opposed to being "very serious". 
Another quality that students thin]< is irnportant is that lecturers should be interested in 
and concerned about the students and their progress. They also like lecturers to ask 
them questions in class (provided that some students are not 'picked' on , as they call 
it). Similarly, they want to feel free and sufficiently relaxed so as to be able to ask 
questions without being made to feel foolish. 
According to these students, a good lecturer is one who is also approachable. If 
students want some help they need to know that they will be treated sympathetically, 
irrespective of whether their problem is to do with work or whether it is more 
personal. 
It is interesting to note that few (if any) of the constructs could be directly related to a 
lecturer's interest in research, although it would have been surprising if this had been 
the case, since so few of Ash's accounting staff were active researchers. It 
is possible 
that research helps in being better organised, but this is by no means a unique 
characteristic of an active researcher. The same point may apply to 
knowledge of the 
subject. In the pilot study, this requirement only received two mentions 
('knows 
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subject well'-, and 'good experience/knowledcoe of their field of study'), so unless they have evidence to the contrary, perhaps students assume that lecturers are reasonably 
knowledgeable. 
9.5 SUMMARY 
The department of accounting at Ash University appears to be typical of a former 
polytechnic. Besides having its own accounting degree, it is heavily involved in 
certificate, diploma and professional full time and part time accounting courses, and 
also on non-accounting courses at both undergraduate and postgraduate level. The 
class contact hours are high, there are large classes, and the students are assessed 
partly by on-goingy COLIrsework and partly by end of semester/academic year formal 
examinations. 
Until about two years ago, the staff had also been expected to take part in 'research 
and related activities' to underpin (as the CNAA put it) their teaching on 
undergraduate and postgraduate degree courses. This is still a requirement, but the t) I 
emphasis has now changed to an involvement in those research and scholarly activities 
that will eventually lead to publication in refereed journals. Very few of the staff had 
published any material even in the professional accounting and student press, so the 
requirement to become engaged in such work will probably be very difficult. 
As far as teaching is concerned, the department appears to have been reasonably 
successful. A high proportion of its accounting graduates have gone into accounting 
related posts, and many of thern have become members of one of the six main 
professional accountin(g)- bodies. The teaching method adopted has largely been 
'technique-based' ie, students have been taught to apply current legislative and C) I. In 
professional requirements to specific examination questions (often obtained from 
professional accountancy body past papers). AlthouGh such questions can be 
extremely complex, detailed and technical, they do not normally call for a highly 
critical appraisal of existing practices. What they do require is for the students to 
apply their knowledge to what amount to some fairly standardised problems. This 
method does not encourasye them to explore new ideas, and hence enable them to ID develop their critical faculties. 
The technique-based approach to the teaching of accounting as oppose to iterature- 
led teaching probably reflects the personal experiences of the staff at Ash and the 
pressures that they are Under In having to cope with hiGh teaching and administrative Z) CI) 
loads. This means that they have not had either the tirne or the inclination to use the 
academic literature in their teaching, still less to become involved in research 
themselves. 
The pilot study at Asli University proved to be a very useful exercise. The exercise 
showed that no rnaJor clian(yes needed to be rnade either to the conduct of the staff C) 
interviews or to operation of the students' repertory grid sessions, and that only some 
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minor amendments needed to be made before undertaking the other case studies. The 
changes made were detailed in Chcapter 6 (Section 6.2.4). 
The case studies carried out at Cedar, Elm, Oak and Pine Universities respectively are 
reviewed in the following four chapters, and they each follow a similar structure to the 
one adopted in this chapter. 
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C14APTER 10 
CEDAR UNIVERSITY 
10.0 INTRODUCTION 
The last chapter examined the pilot case study carried out at Ash University. As a 
result of the experience gained in conducting that case study, it was decided to proceed 
with a similar exercise in the four other university accounting departments initially 
selected for investigation. This chapter outlines the study that took place at Cedar I University. The three other case studies will be reviewed in subsequent chapters. 
This chapter follows the same format as the preceding one. Section 10.1 gives some 
background information about Cedar University and of its accounting department. 
Section 10.2 reviews the conduct of the case study. Section 10.3 summarises the 
results of the interviews with the staff Section 10.4 outlines the results of the 
repertory grid session witli the Students, while Section 10.5 concludes the chapter with 
an overall summary of its contents. 
10.1 THE BACKGROUND 
Cedar's origins go back to the nineteenth century, but it only became a former Z7) 
polytechnic in more recent times. Following the enactment of the 1992 Further and 
Higher Education Acts (Great Britain, 1992a; 1992b) it then opted for university 
status. Ash and Cedar Universities share a great many similarities. With just over 30 
academic staff, Cedar's accounting department is slightly larger than Ash's. It offers an C) C. ) 
almost identical portfolio of courses (viz, certificate, diploma, degree, and professional 
courses in accounting, along with a considerable amount of teaching in other I'D departments), and it is also managed on similar lines. An ordinary accounting degree 
was started in 1974, and it was converted to an honours' degree in 1991. Z) 
Until it achieved university status the accounting department was regarded primarily 
as a teaching department, although again like Ash it had to satisfy the CNAA 
requirement for its staff to engage in 'research and related activities'. It is probably fair 
to state that until recently its research activities were minimal. During the six year 
period 1988 to 199-3) inclusive, for example, its staff had 38 publications to their credit, 
while Ash's staff listed a total of 44 publications (Source: Gee and Gray, 1990; Gray 
and Helliar, 1992; Gray and Helliar, 1994). In both cases, these publications were 
mainly in the professional accountancy and student press. Cedar's overall total 
included one recognisable refereed article, while Ash had two recorded. The staff at 
Ash have also published a total of six text books. 
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Cedar has tended to concentrate on building up its consultancy activities, and it has 
done this with some success, particularly in overseas' markets. The direction of the 
department is now changing. While it plans to remain primarily a teaching department, 
it also intends to become more involved in research that will eventually lead to 
publications in refereed journals. It is beginning to attract staff primarily for their 
research potential, and during, the last two years it has recruited three lecturers who 
hold PhUs. A few years ago, it would have been almost an absolute requirement for 
all the staff to hold a professional accountancy qualification, but it is interesting to note 
that two of the three new recruits do not hold such a qualification. 
10.2 THE CONDUCT OF THE CASE STUDY 
10.2.1 Introduction 
The method adopted in conducting the case study at Cedar was similar to that adopted 
in the other four universities. Apart frorn the difficulty in having to explain at the initial 
interview to the head of departnient and two of his staff about the project in more 
detail than was considered desirable, the study proceeded remarkably smoothly. 
The head delegated the internal arrangements for the conduct of the case study to the C) CD 
lecturer who was responsible for departmental research, and he arranged most of the 
interviews. These were conducted largely over an intensive two day period. This was 
particularly advantageous because it avoided a great deal of extra travelling time and 
cost. There was also another advantage. It may well have been that the staff had been 
briefed in some detail about the purpose of the study, and to that extent they may have 
come along to the interviews with sonic pre-prepared comments. However, because 
most of the interviews followed on frorn each other, there would have been little 
opportunity for one lecturer to pass on to the next interviewee the type of questions 
being asked. 
Some time after most of the interviews had been held, a request was made to consult 
any relevant documentation, but this was refused because it was asserted that it was 
never part of the ori(YInal agreement. At that stage I sensed a reluctance on the part of 11: ) I=> It) the department to co-operate any further, particularly when one of the lecturers 
present at the initial Interview Suddenly cancelled an appointment and then thereafter 
he made it so difficult to contact him that any idea of interviewing him had eventually 
to be abandoned. 
I cannot be certain that my feelmas about the reluctance of the department to continue Z=) 
co-operating at that stage of the project were justified. It is possible that word had 
been passed back to the senior stafT, and that they were getting worried about what I 
was unearthing about the department. Alternatively, it may well have been that some Z=ý 
problems had arisen in the university that were nothina to do with me and the staff 
were too pre-occupied in dealma with them. On reflection, I believe that the lecturers 
were getting a little apprehensive, although there was no specific reason why they 17) 
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should be so. Certainly, I do not think I did anything that unduly upset the 
department, because some months later I was invited to become one of the 
department's external examinei-s. 
Fortunately by the time that I came across these minor difficulties, most of the work 
had been completed, and the only extra data that would have been particularly helpful 
were some facts about the historical development of the department. 
10.2.2 The staff 
A total of ten semi-structured interviews were conducted with the staff: one with a 
senior academic who had a general responsibility for the accounting department, one 
with the head of department, and eight with those lecturers who taught on the final 
year of the accounting decyree course. I C) 
Great care was taken to ascertain at these interviews whether any prior briefing had 
taken place. I did not come across any specific evidence, except that during the early 
stages of the interviews the staff appeared to be able to articulate the answers to some 
difficult questions (eg, 'what is good teaching? ') with some remarkable clarity. 
However, assuming that some of the interviewees had come alon with some prepared In 9 
answers, they soon began to relax. Thereafter, they had no hesitation in expressing 
their own views with some force and with some vigour. 
10.2.3 The students 
As explained in Chapter 6 (Section 6.2.2.1), a non-random group of 12 students were 
interviewed at Cedar, and the session was conducted on same basis as in the other 
universities. The students formed a rather restless group, and it was difficult to check 
on their individual progress since they sat in small inaccessible groupings. 
Nonetheless, once they appreciated what was required they got on with the work 
reasonably well. 
When the completed grids were inspected sorne hours later, it appeared that a similar 
problem had arisen as had occurred at Ash- some of the constructs were not very 
informative eg, 'Interesting lecture style' had been contrasted with 'boring presentation'. C) This was in spite of emphasising, in the initial briefing that a further explanation of such 
descriptions would be helpful. It would have been useful to know, for example, in 
what way a particular lecturer's style was interesting, and why another lecturer's 
presentation was boring. Sometimes this could be inferred by reference to the other 
constructs, but it would have been much more satisfactory to have been able to 
question the students in more detail. 
10.2.4 Documentation 
As mentioned in Section 10.2.1, towards the end of the project at Cedar, a request was 
made to consult any documentation that related to the operation of the accounting 
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degree course, but this was refused, As a result, some background information about 
the history and development of accounting at Cedar could not be taken into C) account 
when analysing the data. While this was disappointing, it did not have a major impact 
on the analysis. Ten interviews were conducted with the staff, and 12 students did 
take part in a repertory grid exercise. This meant that some rich data were obtained. C) 
Fortunately the experience gained elsewhere showed that documentary sources were 
not particularly helpful. 
10.3 THE STAFF INTERVIEWS 
10.3.1 Introduction 
The interviews with the senior academic and the head of department concentrated on 
the policy of the university in respect of the teaching, research and administrative 
functions required of the department. The interviews with the staff dealt with their 
subject specialisms, their teaching and administrative duties, and what interest and 
involvement they had had in research. As with the pilot case study, five key issues 
became apparent, 
10.3.2. Teachina 
The question relating to what was meant by teaching caused some confusion, and it 
was not something about which most of the interviewees had given much thought. C) They tended to think about teaching largely in terms of the preparation and delivery of Z) C) 
material at lectures and tutorials. When prompted, they also included the setting and 
marking of assignments and examination papers. The importance of being available 
and helpful to students was stressed by six out of the ten interviewees. 
10.3.3 Good teachin 
The definition of teaching inevitably led on to the question of what was good teaching. 
When the senior academic was asked whether he could define it, he laughed and said 
"no", but he did add that lie tl1OU()rht it was something to do with getting the concepts, 
facts, and points across. He did not think that there was any one definition, and he 
believed that it would vary frorn one course to another. It was also interesting to note 
that when the head of department was asked the same question he responded in a 
similar fashion to Ash's head- neither of them provided a definition. Instead, they gave 
a long explanation of how, from their point of view, it was difficult to judge what was 
meant by good teaching. I=> 
The lecturers were more forthcomincy. One felt that it required teachers to draw on 
their own work experience, to know their material, and to be prepared for their classes. 
They also had to be approachable. Another lecturer echoed these points, although he 
also stressed that he was a finance specialist and not an accountant, and that he had 
only been in teaching for just over a year. The criteria he suggested were as follows: 
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Knowledge of the subject- the teacher should be up to date with the latest 
developments. 
2) Communication skills- teachers should be able to communicate their knowledge 
in such a way that it Could be understood, that it came across, and that it was 
clear that tile teachers were enthusiastic about what they were doing. 
3) Approachability: the students should feel confident enough about the reaction of 
their teachers so that they felt fi-ee to consult them about any problems that they 
might have. 
A more experienced lecturer argued that it depended upon the level of the course. 
Thus at the lower levels (as lie called theni) it involved. 
... putting ideas across clearly in a summary form in a way which will stimulate the 
students to do further work for themselves. 
At a higher level it required- 
... raising questions - that you are getting the students to think ... to assess 
critically, them to raise questions, them to realise that sometimes there are no 
right or wrong answers. 
It is also interesting to note thc-it these comments come from a lecturer who was one of 
the few active researchers in the department, 
The question of getting material over to the students so that they can not only 
understand it, but also that they were prepared to challenge it, was stressed by another 
lecturer who wanted to become more involved in research. Like most of her 
colleagues, she too ernphasised the need for establishing a good rapport with the 
students. 
It was not only the researchers in the department, however, who gave similar 
definitions of good teaching. approachability, communication skills, enjoyable, 
preparation, and undei-standing were words that were frequently reiterated. D 
10.3.4 Research 
There was little disaureernent at Cedar about the definition of research even though, 
according to the senior academic, the university had not adopted a formal definition. 
Indeed, he went further and suggested that the university was not particularly 
concerned about What It meant, provided that there was some measurable output and 
that it underpinned the teaching. Almost without exception, however, the other 
interviewees regarded research as being broadly the pursuit of new ideas, knowledge 
or theory. 
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The head of department went much further than his senior colleague, and he suggested 1- that the measurable output was expected to come from publications in refereed 
journals. He emphasised, however, that he did not expect everyone in his department 
to do research (he thought only in terms of a small group of three or four people), but 
he did expect everyone to become involved in'scholarly activity'which he defined as: 
keeping up with the subject and reading up and keeping abreast. 
One lecturer who was not involved with final year accounting degree work but who 
published regular articles in the professional and student press (he was presumably 
chosen for the interview for this reason, even though he did not teach on the final year 
of the accounting degree) was very anxious to point out the practical aspects of -'7) 
accounting research: 
Looking into areas of practical application of accountancy rather than the esoteric, 
theoretical, theological thinking around the subject area. 
By adopting the definition suggested by most of the staff at Cedar, only five of them 
appeared to be engaged in research. Of the five active researchers, two (both with I- In PhD's) had been in post for less than two years, another lecturer was working on a 
PhD, a senior member of the department had a verifiable research record, and the fifth 
(after a long teaching career) was beginning to develop one or two research ideas. Cý t) I=) 
It is clear, therefore, that as was suggested at the beginning of this chapter, Cedar has in did not have much of a research tradition, and this should be borne in mind when 
considering the views of the staff regarding the impact of research on teaching. I,! ) ýn 
10.3.5 The direct impact 
As only three of the staff had some research and teaching experience, the interviewees' 
views on the direct (and also on the Indirect) impact of research on teaching were not 
generally based on their own personal experience. The senior academic (who was an 
accountant and a former head of the accounting department) suggested that it would 
be difficult for him to know what were the benefits, as he was not carrying out 
research, and lie was not mana(-zing a department. The head of department only 1-71 It) 
THOUGHT that to some extent research must impinge on the teaching process. 
The lack of research experience in this department means that it might be best to refer 
in some detail to the one lecturer who had some considerable research and teaching 
experience. He saw the benefits that research brought to teachin 4g as 
follows: 
I think it brings (apart from just using material) ... a much sharper 
focus: I think 
Z) C> 
you can put forward something much more convincingly. I think you say to In C) 
students things like 'well when you look at this it is not as simple as 
it appeared'. I 
C) 
think it gives me much more confidence and hopefully it gives the students a 
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sharper interest as well. They can actually get an appreciation that these are live 
issues. That they are not unproblematic, but yes, here is something he is doing 
and he can hopefully be a bit enthusiastic about it. 
When asked what would be lackina from his teaching if he were not involved in Z: ) In teaching, he stated quite categorically that the missing ingredient would be Z- "enthusiasm". 
The various main points suggested in these interviews about the direct impact of C>O 
research on teachino, may be surnmarised as follows: C) 
1) the provision of additional material-, 
2) the use of up to date material-, 
3) greater credibility for the lectLirer, 
4) lecturers become mucli more enthusiastic about, excited and interested in their 
teaching; and 
5) a critical perspective is added to the teaching), process. 
10.3.6 The indirect impact 
As so little research had been previously undertaken in the department, it was difficult 
to see how the students at Cedar could possibly have benefited from studying in a 
RESEARCH environment. The senior academic did not respond to a question in this 
area, and the head of department did not know whether there was anything in the 
argument. From one other lecturer there was a suggestion that it helped with 
dissertation work (it is not clear why this was considered to be an indirect benefit). 
The other lecturers did not (live much support to the indirect benefit argument, either 
because they were not aware of what other lecturers were doing (thus confirming an 
absence of a research culture in the department) or because it was considered 
irrelevant in respect of their own teaching. 
The conclusion arising fi-orn these interviews, therefore, is that there were neither any 
clues given nor any other evidence produced to suggest that research might provide an CID "-7) indirect teaching benefit. I- 
10.4 THE STUDENT INTERVIEWS 
The 12 students involved in the repertory grid exercise produced a combined total of 
121 constructs. Two students managed six contructs each, one produced sevený- one 
eight; one nine; two 10 each, one 11; three 13 each, and one 15. An example of a 
completed grid is showii in Appendix 10.1. 
When the nine elernents were niatched, the strongest relationships between elements 
arising frorn each of the 12 studerits' ands were as shown in Table 10.1. 
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TABLE 10.1 
CEDAR UNIVERSITY: MATCHING OF ELEMENTS 
STRENGTH 
NUMBER OF OF THE 
ELEMENTS MATCHINGS RELATION- 
SHIP 
E5 Off-puttincy accounting teacher In Z- 
4 1 identical; 
E8 Poor other subject teacher 2 very strong; 
I strong 
E2 Poor accounting teacher 2 Very strong 
E5 Off-putting accounting teacher 
E6 Expert accounting, teacher 2 Strong 
E9 Helpful other subject teacher 
El Good accounting teacher I Strong 
E4 Helpful accounting teacher 
El Good accountino- teacher I Identical 
E6 Expert accounting teacher 
El Good accountina teacher I Very strong 
E7 Good other subýiect teacher 
E4 Helpful accounting teacher I Very strong 
E9 Helpful other subject teacher 
Total 12 
ructs) (Source: Students' const f] 
As can seen from Table 10.1, four out of the 12 students perceived that there was 
either a strong, a very strong relationship or an identical relationship between an 'off- 
putting accounting teacher' and a 'poor teacher in another subject'. Two students C) Zt) 
thought that there was a very strong, relationship between 'poor' and 'off-putting 
accountino- teachers'. Another two students re(yarded an 'expert accounting teacher' 
and a' helpfiil other subject teacher' as havincy a very strong relationship. One student Z) C) 
established a stron(y relationship between 'good' and 'helpful accounting teachers', one i=ý C) 
an identical relationship between 'good 'and 'expert accounting teachers', one a very Z=> 
strong relationship between 'good accounting teachers' and 'good teachers in other I 
subjects', and one a similar relationship between 'helpful accounting teachers' and 
'helpful teachers in other Subjects'. 
The most significant feature --ibout these results is that six out of the 12 students agreed 
about poor and Off-pUttiM; teachers. In the other case studies, it was the expert, good, 
fairly good and helpful teachers where the strongest relationships were established, and 
not between poor and off-puttin(g, teachers. This would indicate that at Cedar it was 
the POORER teachers that were forernost in the minds of at least half of the group, 
rather than the good teachers. An inspection of the six grids shows a whole catalogue 
of teaching faults-, inexperience, lack of preparation, boring presentation, monotonous 
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delivery, unrealistic expectations of the students, and unhelpful when approached. 
Clearly, the overwhelming impression of these students is that some teachers appeared 
to be so poor that they countei-acted any impressions that the students may have had of 
some good teachers. 
The grids produced very little evidence that an involvement in research was an 
important perception. Prompting students about the possible research interests of their C) lecturers resulted in five students adding six extra constructs. These were as follows: I 
Experienced on what they are talking about in real life. Relatively no experience 
in the real world outside University 
2) Research experience 
3) No research experience 
4) Giving out material 
5) Not giving material 
6) Preference due to research. No 
7) Yes 
8) Research interests 
9) Lectures only + the odd consultccincy 
10) Interested in research 
11) Lecturing pays the bills. 0 
Thus research did not enter very much into these and the other seven students' 
perceptions about their teachers. As can be seen from the above list, there is also some 
indication that they were not certain about what research was or what a lecturer's 
involvement might be. The five main areas that DID appear to be important were as 
follows- 
Stimulation of interest- the students expect the lecturers to make the classes 
interesting. 
2) Helpfulness- students expect lecturers to be available, to help them with any 
problems that they may have, to be approachable, and to be friendly. 
3) Preparation and oro-anisation- they expect that the material should be well 
prepared before hand, and it should be well structured and logically presented. 
4) Student progress- the students expect the lecturer to be concerned about their 
pros-Tress and to treat thern all equally. Cý 
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Knowledge: here the Students expect their lecturers to have a good basic 
knowledge of their subjject area, and to relate it to their real life experiences. 
These requirements were very similar to those of Ash, except in Cedar's case 
knowledge appeared to be more important than having interactive sessions. 
10.5 SUMMARY 
In many respects the investigation carried out at Cedar University was the least 
satisfactory of all the five case studies undertaken. This may be because the senior 
staff in the department were clearly sceptical about the study, and they had made their 
views known to their collea ues. However, they did agree to co-operate with the 9 1-1) project, and they did arrange the interviews for me. In fact, the interviews proceeded 
remarkably smoothly, and if there was some briefing before hand, it did not have any 
noticeable effect on the views expressed by the lecturers. At a late stage in the study, 
the department might have been having second thoucyl-its about whether it should have 
taken part in the project, since a senior member did effectively refuse to be 
interviewed, and I was not allowed to see any documentation. However, such refusals 
may have been more to do with internal university problerns, and much less to do with 
what I had been investigating. 
Fortunately, notwithstanding these minor difficulties, enough significant data were 
obtained from the ten staff interviews and the 12 repertory grids completed by the 
students. The staff generally agreed about the wide nature of their teaching duties, 
and they appeared to Support the idea that an important element of good teaching 
involved a critical and analytical input. They tended to define research much more 
narrowly than did the staff at Ash, but only one of the interviewees had much research 
and teaching experience. The rest had had either some research experience and very 
little teaching experience, or a great deal of teaching experience and practically no 
involvement in research. 
This feature of the department mirrored its history. Until the last two or three years, it 
was primarily a large, busy teaching department, and research was not a major aspect Z Z) 
of its activities. The department was then (and to a large extent still is) much more 0 
involved in consultancy work overseas. It has now begun to change direction, and it is 
expected that perhaps only some thi-ee to four members of the department (about one 
tenth of its total complement) will be actively engaged in research ie, in work of an 
original nature that will lead to pLiblication in refereed journals. It is interesting to note 
that in order to implement this policy, the department has recently recruited three staff 
holding a PliD (one since the interviews were completed), but only one of them is a 
professionally qualified aCCOLIntant. Furthermore, the one member of the department 
who was an experienced research er/t each er had also less than five years' service at 
Cedar. 
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All of this means that most of the views expressed by Cedar's staff about research and 
teaching were not based on personal experience. Even so, the interviewees were able 
to identify sorne direct benefits that research could give to teaching viz, the availability 
of additional up to date material, and more interest and credibility for the lecturer. The 
one experienced researcher/teacher was anxious to stress the main benefit of literature- 
led teaching which he thought helped to develop their critical faculties. 
The students had their own ideas of what makes a good teacher. It did not appear to 
relate very much to the involvei-nent staff had in research, but then this would have 
been difficult, since most of the accounting staff who had taught them had not been 
involved in research. However, they had the opportunity of contrasting their 
accounting teachers with teachers of other subjects, but again there was no indication 
that research was a sionificant factor in distinguishing the good teachers from the bad 
teachers, irrespective of the sLibject. 
It may well be that any benefits that research activities that do feed through into the 
teaching process cannot be recounised by students. In just the same way that they are 
not normally in a position to know whether lecturers are particularly knowledgeable 
about their subject (they generally assume that this is the case unless they experience 
the contrary), so they may be unaware of the effect research can have on a lecturer's 
personal and continuing development. In 
This last point could not be tested at Cedar, since few of the lecturers had much 
research experience. It follows that the students could not have benefited indirectly 
from working in a research-based envii-oninent because this was not present at Cedar. 
As will be seen in the next chapter, this was in marked contrast to the accounting 
department at Elm University. 
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CHAPTERII 
ELM UNIVERStTY 
11.0 INTRODUMON 
In the last chapter, Cedar University was seen to be struggling to shake off its Z- polytechnic past and to become more research orientated. This chapter outlines the 
investigation carried out at Elm University. Like Cedar, Elm is also attempting to 
increase its research profile but from an already significant base. 
The chapter is structured on the same basis as the previous two chapters. Section 11.1 
gives some background information about Elm University in general and the Z) department of accounting in particular. Section 11.2 reviews the procedure adopted in ID 
conducting the case study. Section IL 3 outlines the results of the interviews with the 
accounting staff. Section 11.4 examines the students' repertory grids, and Section 11.5 
contains a summary of the chapter. 
11.1 THE BACKGROUND 
Elm is a small university founded in this century. It is located on the edge of an 
ancient and historic city. Precise details of the university which would enable it to be 
identified will not be disclosed, because of the need to preserve the confidentiality of 
the participants who took part In the case study. For the same reason, any 
documentation quoted or referred to will also not be referenced. 
Accounting did not form part of Elrn's original curricula, but it was introduced shortly 
after the university's foundation. During the first three years it formed part of the 
department of economics, but a separate department of accounting was then 
established. It was another six years before the first professor of accounting was 
appointed. The department has now a complement of some 16 academic staff 
members (including, three professors). It runs an undergraduate accounting degree 
course (which commenced at the time that the department was formed), and the staff 
teach accounting on other undergraduate and postgraduate courses throughout the C it) M, 
university. Unlike Ash and Cedar Universities, it does not offer any certificate or 
diploma, or any professional accounting courses. !n 
Elm is not currently regarded as one of the major research universities, but its ultimate 
aim is to put itself in the top qUartile of United Kingdom research institutions. This 
means that all departments in the Liniversity are expected to improve their research 
output, and all of them have been given an indication of what they are expected to 
achieve. Tile department of accoLinting is no exception, and by the time of the next 
research ratings' exercise in March 1996 (HEFC et a], 1994), it has to ensure that 
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virtually all of its staff will have achieved a national reputation for research, while some 
of them will be expected to have achieved an international reputation. 
The university is not placing all the emphasis on research, however, and much effort is 
also being made to improve the teaching performance of the staff Indeed, its mission 
statement aims towards undertaking high quality teaching and research. Consequently, 
the university's plan envisages that all lecturing staff should be expected to be both 
good teachers AND good researchers, The main method of measuring research 
output is based on the receipt of research grants and contract income, but the plan 
does not give any indication of how teaching quality is to be measured. It simply calls 
for a systematic study of how to maintain and to enhance teaching quality. 
The students also are expected to play a part in this monitoring process. Thus they are 
expected to complete a regular course evaluation questionnaire. The questionnaire is 
issued to each student at the end of the course. A copy of the questionnaire is shown in 
Appendix 11.1. It consists of some 20 questions ranging from 'the lecturer stimulates 
students to think independently' to 'the course outline clearly defined the subject 
covered in the course'. The importance of the questionnaire is stressed in some 
guidance notes issued to the accoui-itirig students, I=> 
it is the policy of the university that course evaluation questionnaires should be 
issued at the end of each course unit. They are scrutinised by the head of 
department and are used to help the staff of the department in ensuring that the 
courses have clear educational objectives, meet high academic standards, and use Z teaching methods appropriate to those objectives and standards. t) 
The accounting department also monitors the content and quality of its courses very 
closely. The views of the students are welcomed, and regular meetings are held with 
sample groups (Including class representatives). About six students are also asked to 
complete a formal questionnaire, and they then meet with a senior member of the 
department to discuss the issues. I was allowed to have only a very quick look at 
some of the responses, perhaps because there were some very blunt comments about 
one or two of the lecturers. Most of the comments appeared to deal mainly with the 
DELIVERY of lectures, for example, there were problems over voice production, the 
pace of the lecture, and the use of an overhead projector. 
The department does attempt to do sorneti-iing about the problems raised eg, the head 
of department discusses the issues raised with those of his staff who appear to be 
having problems, and a senior departmental member may sit in lecturers' classes. I=) However, if the problerns still cannot be resolved, the staff development officer may be 
called in to help. 
Elm University in general and the department of accounting in particular would appear It) 
to have a good student reportingy-back procedure. The students' comments are 
obviously taken very seriously, although the problems are not always resolved to their 
satisfaction. This may not always be possible, of course, because they may arise from 
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unrealistic expectations, or because the issues go beyond the responsibilities of the department. 
The position over research and teaching at Elm is, therefore, particularly interesting. I=) The university regards flieni as being of equal importance, but not all accounting 
lecturers necessarily see it this way. 
11.2 THE CONDUCT OF THE CASE STUDY 
11.2.1 IntrodLICtion 
Elm University was identified as being suitable for selection because it is one of the C) 'older' universities, it has an established accounting department, and the department has 
a growing reputation for its research. 
The head of department immediately agreed to allow his department to take part in the 
project when he was first contacted, provided that his staff also approved. He 
promised that he would urge them to co-operate, and that he would arrange the C) 
necessary interviews with the students. He was more doubtful about the 
documentation that I would want to consult, but this point was not pressed at the 
initial interview with him. 
11.2.2 The staff 
For the reasons outlined in Chapter 6 (section 6.2.1.1), it was decided to interview 
only those members of the depal-ti-nent who taught on the final year of the accounting 
degree course. In the case of Elm, this included all the staff except for just two 
lecturers, but another two other lecturers informed the head of department that they 
did not wish to take part. This meant that II of Elm's staff were interviewed, along 
with the head of department and one senior academic who had some overall faculty 
responsibility for the department. 
The interviews were conducted with the staff over a number of weeks during the 
spring of 1994, and they proved to be particularly helpful and informative in providing 
some answers that related to the main research questions and hypotheses. 
11.2.3 The students 
The head of department took responsibility for selecting a random sample of eight final 
year accounting students to take part in a repertory grid session. Unfortunately, most 
of the students were not willing to take part, since by the time that a session could be 1-7 
arranged they felt that they were too busy preparing for their final year examinations 0 C) 
and arranging intenliews with prospective employers. Consequently, as explained in I C) Chapter 6 (Section 6.2.2.2), the repertory grid session had to be conducted on a postal 
basis. The response was somewliat disappointing. Although four replies were 
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received, only two grids had been fully completed, and it was clear that the students 
had not understand that ALL the elements had to be rated for ALL of the constructs. 
The instructions given to the students obviously were not clear enough, and the 
experience does show the disadvantage of not being able to explain the procedures on 
a face-to-face basis. The same problem of not understanding that all constructs should 
be rated for all elements arose in some of the group sessions, but it was then possible 
to give additional guidance to the students . 
The results obtained from Elm's students are clearly somewhat limited, although they 
have been used wherever possible in the overall analysis. 
11.2.4 Documentation 
As indicated in Section 11.2.1, Elm's head of department was reluctant to let me 
consult any information that lie regarded as being confidential. Nonetheless, some of 
the department's files were made available, and they have proved useful in giving some 
background information about the work of the department. I 
11.3 THE STAFF INTERVIEWS 
11.3.1 Introduction 
The university docurnentation consulted made it quite clear that all staff were expected 
to teach and to research. It was obvious fi-on-i the II interviews conducted with the 
lecturers that this had caused some resentment, particularly among those lecturers who 
had been in the department for some time, and who felt that their contribution given to 
teaching was undervalued. 
11.3.2 Teachjng 
There was very little disagreement among the staff about the nature of their teaching 
duties. They saw their main tasl<s as being the preparation and delivery of material in 
the form of lectures, tutorials, and seminars, and the setting and marking of 
assignments and examination papers. Unless they were prompted, assistance to 
students did not feature hj(. ), hly in their list of duties. Indeed, one lecturer obviously 
resented having to deal with student problems, possibly because it was so time- 
consuming. She responded as follows. 
I regret I have those duties given to me to perform, but I don't actually see it as a I.. 
main role course. 
Coming frorn a new 0 member of the 
department, this comment was a little puzzling 
since the university i-e(, -, ai-ds sLich dLities as beincy very important. As the senior 
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academic responsible for the department had remarked when he was asked whether an 
advisory role could be considered to be part of teaching: 
No - well yes, but yes and no. Yes because that is an important aspect of 
teaching, but why no because in this university every member of staff now 
compulsorarily has to be an adviser of studies and each member of staff is 
allocated up to 20 students and twice a year at least they must help them register 
in an official way - this takes place in September and February each year. So that 
if someone claims that they were advisers of students that would particularly be 
regarded as part of their essential duties anyway. 
Another lecturer was quite enthusiastic about his advisory role. When asked whether 
his teaching role was much more than just appearing in front of students: I=) I=) 
I certainly do and the department requires this because there are office hours 
specified 
The perception of what lecturers think of as being their teaching duties is important C because it determines what they think of as 'good teaching'. 
11.3.3 Good teaching 
Like most of the interviewees in all of the universities visited, the definition of 'good 
teaching' caused a probleni for Eini's senior academic' C) 
That's a very difficult question, as anybody who has ever taught knows that is a 4- very difficult thing to pin down. It ranges from people who can stand up in front 
of a class of students and talk about difficult concepts and add value in a way that 
text books and computer software can't .... . 
An 
ARer stressing once again how difficult it was to define, he added: In Z--) 
... sorneone who is clearly conscientiOLIS, puts a 
lot of effort into support for their 
students in the sense, mainly in the sense of documentation, gives students time... . 
The head of department was a little clearer 
If we are trying to identify good teaching I think it would be related to a process In Z> 
of learning by students where the lecturer creates the opportunity for the student 
to achieve certain learning objectives and the lecturer is seen as a facilitator of the 
learnin(Y process, but again I know that sounds fairly vague, but that involves both 
provision of the relevant inforniation that the student needs and also being able to 
explain technical aspects and conceptual aspects of the subject in a way that the 
average student ought to be capable of learning and also to generate enthusiasm in 
their subject and to provide the opportunity basically for the student to want to 
learn. 
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One lecturer was extremely cautious in answering the question. She argued that it 
depended upon whether one wanted to turn out a good accountant or whether the 
purpose was to give the student a good university education (it was not clear why the 
two should be in conflict). She then went on to remark- 
My view would be I would interpret my role as being given a good broad 
education and in that sense I think you have to have a lot of knowledge basically, 
you have to have an enquiring mind, you have to yourself enjoy finding out new 
things and discovering new things and you have to be able to pass on an 
enthusiasm for knowledge for its own sake to the students. 
Some interviewees objected to the word 'good' being inserted in the question, because 
they believed that the qualities of a good teacher applied to all disciplines. D 
One lecturer thought that it 
something to do with bein(-); 
interaction with the students, 
again by another lecturer* 
vas an impossible question to answer, but that it had 
in command of the subject, and communication and 
The importance of cornmunication was emphasised yet 
I think that a good teacher is someone who can communicate well and can 
communicate at whatever level the Student is operating at, and the role of the 
teacher, as I see it, is to raise that level as slowly and as painlessly as it takes to 
get them to the object where you want them to go to. 
Not all the responses were so brief or so clear. After some hesitation, one lecturer 
(who was more interested in teaching than in research) thought that a good teacher 
was one who encoura(yed the students, and who was able to make the course 1=ý 
enjoyable, interesting, and stimulating. Another lecturer just regarded it simply as a 
form of actincy- noticing, watching and responding to an audience, while yet another C)* C) In I=) thought it was a matter of i-neetincy the course objectives - of being able to put it over Z) 
to the students. When asked what qualities were needed 'to put it over', she stated that 
practical experience was most important. 
One of the most experleiiced lecturers mtei-viewed echoed in part this point. He 
summarised the requirements wider three broad headings: I 
1) the material must be relevant to the students' needs as prospective accountants; 
2) the presentation Must be clear, well organised, and reasonably paced; and 
3) the or(yanisation of lectures and tutorials must be closely inter- linked. ZI: ) 
A long-standing lecturer in the department was also able to summarise the 4- 
requirements very bi-lefly- 
... the teacher 
himself has to be very well informed on the subject. I think if you 
are teaching something which is not something you are comfortable with, it very 
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quickly shows... I think scholarship is an important part of a lecturer's work and 
that they must be up to date, must be actIvely involved in the kinds of things they 
are talking about. 
He went on to express his worries that lecturers were getting further and further away 
from the practical aspects of the subject. He did not think that it was possible to be a 
good accounting teacher unless contact had been maintained with industry (presumably 
the same could be said of commerce, government, and private practice work). 
One of his colleagues (who had a PhD but not a professional accountancy 
qualification) emphasised that great importance was given in the department to 
technique-based teaching- 
I think people who drill it into the students would be good accounting teachers. 
People who make it - who package it and make it sort of seem comparatively 
easily. ... I think that someone who teaches the techniques and teaches them well is seen as good teacher - almost spoon feeds them. It) 
The same question was put to another lecturer who also had a PhD and a professional 
accountancy qualification. His classes involved teaching mainly accounting techniques 
rather than accounting principles, and lie gave one of the longest and most 
comprehensive responses received in the entire project. A highly summarised version 
of his views is as follows- 
I think first of all there are certain personalities including the ability to be self- 
critical, who I think Would be analytical about what they are doing, being able to 
empathise with students... A certain acting ability is also required... I think you 
have got to be prepared to change, you have got to be prepared to learn. You 
have got to be prepared to be self critical... I think there are various values which 
you ... 
find within a good teacher- a certain generosity of spirit... I would try and 
find a way of determining how this guy's mind goes. What's the missin link? Z) 9 Why can't lie see it'? ... You must actually believe that students are important, that 
teaching is an essential element of the job... You have got to realise there is 1= 
considerable preparation ... and that 
if you are not spending an incredible amount 0 
of time learning about how to teach then you will likely never make it as a good C) 
teacher. You have got to be prepared to spend time investing in teaching 
development, perhaps going on courses... 
These extracts fi-om his response (he also added other requirements, such as highly 
developed personal, managerial and organisation skills, the ability to delegate, and the 
ability to keep control), give a flavour of this lecturer's strong commitment to teaching. Z Indeed, he had even more to add. - 
I think to surn tip really, I believe a good teacher holds deeply held convictions 
about what lie is trying to build and why it's important, and it truly is important to 
him that this is done to the very best of his ability. I think continually making the 
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effort to improve because that is always a better way of doing what you think is 
that desire to keep it moving in that direction of getting better. 
This lecturer was probably the most intense of all the interviewees about his teaching 
(whether at Elm or elsewhere), and few others were able to match his passion. 
Certainly one of his colleagues (who was interviewed on the same day) was much I_. briefer about the definition of good accounting teaching: Z 
I suppose that must fall into two parts -a ageneral part anywhere. I would have C thought that was a necessary and sufficient condition and I suppose short circuit it 
by saying a good accounting teacher with sufficient knowledge of and experience 
of accounting, to be able to convey that subject well. Of the two, I suppose I 
would say it was better to be a good teacher - good teacher would be of primary 
importance, the greater knowledge of accountancy would not necessarily make 
the better teacher. 
There are several themes that arise from all of these definitions and explanations of 
what makes a good teacher. Personality traits such as enthusiasm, excitement, and 
keenness are considered important, as well as a knowledge of the subject, the ability to n 
communicate it and to instil a critical perspective. Many of these qualities are 
intermixed, and it Could be that lecturers who enjoy their work may also be more 
conscientious in preparing for their classes. 
11.3.4 Research 
The staff were much more in agreement about what was meant by 'research'. The 
senior academic believed that 'research' should involve 'adding value'. By that he 
meant adding to the existing knoNvIedcye of what was known about a particular subject 1=) CID In 
area. He believed that the assessment of 'added value' should be by peer review, and 
he did not necessarily accept that just because an article was published in a refereed 
journal, that it then met his definition of research. 
This additional restriction of what was rneant by research appeared to be contrary to 
the view of the head of department. He said that a broad definition of research was 
adopted. It was measured in terms of outputs, so that it could either be 'research' (ie, 
identifying new information), or 'scholarship' (le, putting together the body of existing 
knowledge and trying to present It in a different light). He stated that output was 1=) lt7 
measured in terms of the different types of publications, such as journal articles. 
Journal articles were also categorised, so that a 'category one' journal, for example, Z: ) 
would be one that accepted refereed articles. Success in being awarded research 
grants, and the number of research students supervised were also taken into account. 
The staff generally agreed with their head of department's definition. As one 0 
experienced researcher PLIt It. 
175 
It's trying to incrementally advance knowledge ... a particular way in which knowledge advances... it can be identifying new areas to look at. It's teaching 
existin knowledge whether that be theories, models,, methods. To look at 9 1. ) problems in a sensible way... . 
This was put in an slightly different way by another lecturer who wanted to emphasise 
that research should be practical- 
Research is always raising questions but hasn't been either thought or answered before. Which might have a practical application ... which should have a practical Z) I application. Why should you be asking., questions which have no relevance? 
This was put much more simply by a senior member of the department: 
I think that I would define it as being work that leads to a contribution to 
knowledi e in a particular area. 3 
This lecturer was keen to point out that this must be NEW knowledge, as he did not 
see much point In re(=)>-Ur-gItatIng what had already been written or had been done. The 
phrase 'contribution to knowledge' was a phrase often used by the lecturers when they 
were asked to define research, as the followina extract illustrates: Z: ) 
Well, I don't know - trying to find out ideas and play about with. To try and 0 
enlighten. To try to make a contribution to knowledge. I 
Those lecturers who had a scientific background were much more wary in trying to 
define ACCOUNTING research. As one remarked: 
This is a very complicated issue for me... it's work at the frontiers. It's work that 
hasn't been turned over before. It's results that have meaning. It's papers that 
people are waitin(y to read. that sort of area where what you are doing matters, I=) hasn't been discussed before and is brand new, very original work. 
When she applied these ideas to accounting, she found that* 
... what comes under the heading of research doesn't meet that criteria at all. C) What I see going on as being called research tends to be discussion and 
assessment and what have you of facts that are already known. 
As a result Of her dissatisfaction of the 'research' going on in the department, she I=> C) decided not to take part in it. What she did was to provide what she called 'technical 
input' (ie, mainly Computer work) into other lecturers' research that was aimed at 
publishing papers. That way, she argued: 4 
... the 
department is liappy, the university is liappy and I am doing research. To 
my mind, I am not doing reseai-cli. 
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Another lecturer explained that lie 'got out of chemistry, largely because his research 
was only of interest "to about six people" and he wanted his work to be of some 
relevance to the real world. He defined research as: 
... adding new knowledge abOLIt something, which is relevant to the business 
community but which is also academically rigorous... 
Those lecturers who considered thernselves to be primarily teachers were obviously 
concerned about the direction that the department was taking. As one lecturer 
remarked, when asked what was meant by'research'- 
Oh well, in 14 years I've never managed to work that out. 
Another preferred to define it much more widely than did the department: 
I think many of us in the department take a much wider view of research and some 
of my colleagues, foi- example, don't believe it has necessarily anything to do with l: ) publication - that it is simply scholarship, reading up and keeping up to date. 
Another of his colleagues with similar experience agreed: CID 1=0 
I would define research ... as 
'organised study. 
He then went on: 
The two perceived defects of such a definition fail to pick up the modern 
obsession with publication as opposed to research, and the failure to distinguish 
between, I think, in the words of Lord Joseph, but perhaps more commonly 
referred to as the distinction between scholarship that all university academics 
would accept an obligation cx (? f II n ýicio almost to pursue as opposed to extending 
the boundaries of knowledue, not seen to be an inherent necessity. I= 
Remarks such as the above illustrate the tension in the department between those who 
saw themselves primarily as researchers and those who thought of themselves mainly 
as teach er/sch oI ars. Teacher/scholars clearly resented being driven down the research 
route at the expense of their teaching, especially when they found it difficult to see the 
relevance of the research work beino done in the department. C) 
11.3.5 The direct impact 
The senior academic arilLied that the direct benefit to students of lecturers being In involved in research arose because the lecturers were able to speak from first-hand 
experience. He believed that research gave 'insights into teaching'. Furthermore, "they 
were trying to inculcate SKILLS into their customers", that is- C) 
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... 
how people look at the world, how they evaluate what they see and how they 
act on that evaluation. 
In his view, it was possible to (get that across better if lecturers were involved in 
research. When lie was asked whether there was, therefore, a 'Factor X' which was 
exclusive to research and which had a beneficial effect on teaching, he conceded that 
he did not think so. He stated that. 
C) 
I do believe that there are people who can read technical papers or not so 
technical and re-jiggle the work in such a way that they illuminate it in a better 
way than perhaps the original articles and books that they read. 
He did think, however, that lecturers who were capable of this process "on average" 
were also involved in research. 
A very senior member of the department thought that research had several beneficial 
effects: it helped to filter the atti III it encouraged itLide of enquiry, it provided examples, 1 4-7- - the students to think about ideas, and it gave thern an enthusiasm for the subject. C) Nonetheless, he conceded that lie was not sure if there was a link between research and 
good teaching. Another senior member agreed: 
I wouldn't go so far as to say that you would need to be involved in research to be 
a reasonably good teacher. I wouldnt go that far. I think that if you are an 
involved researcher you can provide something extra... 
He was asked whether fie could define that 'something extra', and in reply (like many 
other interviewees), he used the word 'insights', but he also thought that if lecturers 
had been in teaching for a lona time, then an involvement in research stopped them 
from becoming'boring'. 
C) It) 
Another very active lecturer argued that research was the driving force behind her 
work and without it she would be much less enthusiastic and therefore a much poorer 
lecturer. This was a point echoed by several other lecturers, while another highly 
active researcher fi-ankly admitted that lie preferred research and administration to 
teaching. In his case lie did not think that there were many benefits that research Z brought to teaching because "flie teaching is just sort of drilled into them". What he 
appeared to mean by this was that his teaclung involved exploring ideas in accounting, 
and on occasions this meant "going off the tangent". He thought that the department ID 1-7) Cý did not want this type of teaching, as it preferred the students to be well drilled in the 
mechanics of various accounting practices. 
One interviewee (who regarded himself more as a teacher than as a researcher), stated a) 
that his research provided him with some practical examples. This was a point that 
was frequently raised. Other lecturers did not think that their research particularly 
helped their teaching in this or an), other respect. 
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One lecturer thought that teaching benefited research, and not research that benefited 
teaching. As he put it. 
I really do believe that Students at universities should be taua Z)ht to think more 
widely than simply to learn how to do double entry book-keeping or whatever, 
and there is this indefinable difference which really is due to the fact that we are 
trying to find out new ideas and trying to be creative... 
He went on to argue that- 
.. the kind of person you would expect to be a good teacher is somebody who has 
an enthusiasm for the subýject and an enquiring mind. Having an enquiring mind 
and you are aCtLially reading published articles. It almost follows that you are 
saying 'that's an interesting idea' and you should be developing other ideas and 
saying 'well, I wonder If You can carry bit forward' and you are bound to be 
getting an enthusic,, isni for doing some kind of research. If time allows you to do 
it, I think a good person and a good enquiring mind is bound to say, 'well, I would 
love to do a study on that and find out more about it'. 
This argument can be expressed as follows: 
1) good teachers have enquiring minds; 
2) someone with an enquiring mind will want to find out more; 
3) someone who wants to find out more, will do some research, 
4) thus good teachers do research. 
Research would appear to be merely a dernonstrable by-product of an enquiring mind, 
and if this view is valid, the belief about research beincy a vital ingredient of good 
teaching is refuted. Thereafter, lecturers could be expected to do some research 
because it provides some evidence of an enquiring mind, and few lecturers would want 
to argue that they did not have an enquiring mind (as opposed to having a closed one). 
It would then be reasonable to ask them to provide some evidence that they did have 
an enquiring mind, and that a demonstrative involvement in research would normally 
be sufficient for this purpose. 
11.3.6 The indirect impact 
There was very little support for the belief that departmental research had an indirect 
impact on the way that students learned. Indeed, when this question was put to one of 
the most prolific researchers in the department his reply was "pass". Another lecturer 
who had considerable experience of teaching accounting in another university stated 
quite categorically that she had never been aware of such an impact either at Elm or 
anywhere else. 
If there was some support for the idea at all, it was usually expressed with some doubt 
and with some heavy qualificatioi-is, evei-i amoi-ig the keenest researchers. It was 
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interesting to find, therefore, that one of the lecturers (who had more of an interest in 
teaching) felt sure that Students did benefit from being in a research orientated 
department, although lie did not think that the Students themselves would be aware of 
it. This lecturer was the saiiie one who also believed that teachers should have 
enquiring minds and that those with enquiring minds did some research (which he 
defined fairly widely). It seems reasonable to assume that the students would not 
necessarily be aware that their lecturers had enquiring minds in just the same way that 
they would perhaps not able to judge whether lecturers were particularly 
knowledgeable. 
It would appear that if students do benefit from studying in a general research 
environment, the benefits arise from several largely unquantifiable and intangible 
characteristics that are present in at least some of the staff in a particular department. 
Thus it is even more questionable whether they benefit indirectly from being in a 
institutional research environment because the relationship is even further removed 
from their every day experience. 
11.4 THE STUDENT INTERVIEWS 
As explained in Section 11.2.3, Only two Students at Elm completed a repertory grid, 
although another two Students returned partially completed ones. Wherever possible, 
these have been build into the overall analysis. However, with such a poor response 
from Elm, its results do not mean very mucli on their own, and it is not very helpful to 
comment upon them in any detail. An example of one of the fully completed and 
computerised grids may be found in Appendix 11.2. I=) 
The two fully completed grids (consisting of five and 14 constructs respectively) Zý, I-D indicated that the closest relations were as follows: 
1) between an 'expert accounting teacher' and a 'helpful teacher in another subject' 
(where there was a very strong relationship), and 
2) between a 'good accounting teacher' and a 'helpful teacher in another subject' ZI-) 
(where there was a strong relationship). 
The two other grids produced five and II constructs each, making a total of 35 C) 
constructs for Elm. 
The major characteristics that the Elm students looked for in assessing good teaching 
were: 
1) clarity and understanding- ") 1 
2) knowledge of the SUbject matter- and 
3) the stimulation of interest in the subject. 
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Most of the other characteristics mentioned (such as the usefulness of teaching aids 
and methods, the rapport staff had with the students, and availability and helpfulness) 
were considered of equal importance. 
11.5 SUMMARY 
Elm is a small modern university. While it is not one of the UK's major universities, it 
aims to enhance Substantially its position in any league table of British universities. Z The university has set out its overall goal clearly: this is to engage in high quality 
teaching and research. Although Elm's department of accounting has a stron national Z=> C-) 9 
record for its research, it is expected to improve its rating during the 1996 Research 
Ratings' Exercise (HEFC et al, 1994). In line with the university's policy, it also aims 
to become an excellent teaching department. These departmental objectives mean that 
the staff are expected both to teach and to research. As the head of the accounting 
department pointed out, the department was not biased towards research: research was 
simply regarded as being an important component of its work. 
This was not the way, however, that it was seen by many lecturers in the department) 
especially those who regarded themselves primarily as teachers rather than as 
researchers. They believed that the emphasis was being placed on research, and that 
most of the merit and prornotional rewards went to those who published in academic 
journals. They were not at all convinced that such work had any direct impact on 
teaching C>* 
The definition of teaching, tended to be fairly narrowly interpreted. It encompassed the 
preparation and delivery of material to classes, and the assessment and examination of 
students. It was only when the iriterviewees were prompted, that attending to students' 
problems was thought of as being part of their teaching duties. Z) 
Most staff appeared to take their teaching duties very seriously. This may partly be 
because there was a formal monitoring procedure of their performance, and that this 
took place regularly. Thus the Subsequent investigations that might have ensued if 11-13 11-: 1 there were too many student cornplaints could have caused considerable 
embarrassment to the members of staff concerned, so it was in their own interest to try 
to improve their teachin(. ),. 
As was generally found throuL)hout the entire pr ject, staff had difficulty in defining C) 01 
'good teaching', but the ideas revolved round whether the teacher could provide an 
interesting, ei "oyable, exciting and questioning environment in which students could 
learn. Other factors that were considered almost as important included: the knowledge 
and experience of the lecturer, the content of the lectures and tutorials, and the ability 
to make the subject understandable. 
Elm's staff were fairly clear about what the department meant by research. Broadly, 
this was the search for new knowled, (--je or an interpretation of exisfing knowledge. 
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Some of them Would have liked to have included scholarship in the definition 
(irrespective of whether it led to publication). The main method of measuring research 
output was by counting the FILIniber of articles published (especially in refereed 
journals). This measure i-neant that scholarship was acceptable provided that the 
results were published in acadernic journals (soi-ne of which do take work that is more 
akin to scholarship). The niain point here is that the department did not accept that 
detailed reading beyond the routine preparation required for lectures and tutorials 
counted as 'scholarship' unless it was also published. 
Since the university regarded teaching and research as two separate activities it was 
not surprising to find that the accounting staff did not make much of an attempt to 
justify their research in terms of the impact that it had on their teaching. They could 
point to some apparent benefits, such as it helped them to maintain their interest and 
enthusiasm for teaching, but generally they did not accept the belief that active 
research necessarily led to good teaciiing, Z 1-1) 
The most significant idea that was put forward at Elm came from one of the more 
senior members of the department who did not consider himself to be a researcher 
(except in a very broad sense). He believed that a good teacher was someone who had 
an enquiring mind, and someone who had an enquiring mind would want to question 
what they were teaching. This would then lead thern to do research, but research was 
more of a by-product of (good teaching rather than a cause of it. He believed that it 
was important for a teacher to have an enquiring mind, because there were no right or 
wrong, answers in accounting, and doubts should be raised in the minds of the students. C ID Teachers who had enquiring minds were more likely to encourage students to think for Zn themselves, and he saw this as the primary purpose of a university education. 
While this was a very interesting idea, it did seem to assume that research flowed 
naturally from the teaching process rather than the other way round. This was clearly 
not always the case, because at Elm some of the department's most active researchers 
could barely tolerate the teacliln(, )- that they had to do. It appeared that a university 
teaching job merely enabled tliem to do what they really wanted, which was to do 0j 
research. It is probably true that those teachers who have enquiring minds will 
question events and issues, but it does not necessarily follow that they will want to find 
out the answers for tliennselves. It may also be the case that some lecturers are good at 
doing both research and teaching I Z), 
There did not seem much (if any) evidence at Elm to support the notion that students 
benefited indirectly from studying, in a research environment, and most lecturers did 
not accept the idea. 
It was very disappointing to receive only two completed repertory grids from Elm's C) 
students, and not too i-nLICh ccin be read into them, although they have been included in C) 
the overall analysis. 
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The case study carried out at Elm University was both fascinating and useful. It 
showed the pressures and tensions that can arise when a reasonably successful 
department is asked to do more, especially when some of the more senior members of 
the department object to the direction that it is taking. However, while there were 
clearly some unresolved problems, the demands placed on the staff were not as severe 
as the ones facing their colleagues at Oak University. The next chapter shows that if 
there were any unsung heroes and heroines that came out of this study, then they could C) be found at Oak University. 
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CHAPTER 12 
OAK UNIVERSITY 
12.0 INTRODUMON 
This chapter reviews the case study undertaken at Oak University. As with all the 
other case studies, it is not proposed to provide any details about the university which 
would enable the participants to be identified. 
The structure of the chapter is siniflar to that adopted in the previous three chapters. 
Section 12.1 provides a brief history of the university in general and the department of Z) 
accounting in particular. Section 12.2 examines the conduct of the case study. 
Section 12.3 outlines the results of the interviews with the staff. Section 12.4 reviews 
the students' repertory grids, and Section 12.5 provides a summary of the case study. Z) 
12.1 THE BACKGROUND 
Oak University is a new university, although its origins go back to the last century. C) 0 Like both Ash and Cedar it has taken advantage of the 1992 legislation allowing it to 
opt for university status (HMSO, 1992a; 1992b). It is situated in the middle of a large 
city, mainly on one site, with some smaller premises away from the main buildings. In 
terms of student numbers, Oak is one of the smallest universities in the United 
Kingdom. 
Accounting was introduced into Oak's syllabus Shortly after the end of the First World I=> War. In the 1950's it began to PFOrnote professional accountancy courses, and by the 
1970's it was offel-ing, a full-time Higher National Diploma (HND) course in 
accounting. In 1978 It introduced a CNAA ordinary undergraduate accounting degree, 
and more recently, an honours' degree. 
For a number of years, accounting was based in an accounting and economics 
department, but it is now a separate department in its own right. Its present courses 
include both a ftill-time lionOLirs'deo-ree and an HND in accounting, but unlike many of Dn 
the former polytechnics it does not offer any professional accountancy courses. As is 
the case with accounting lecturers elsewhere, the staff also teach on a wide range of Cý 
undergraduate and posturadLiate courses throughout the university. 
The current department of accoLinting Is relatively small. It has a complement of about 
14 full-time lecturers ie, just Linder half that of either Ash or Cedar. Students numbers 
have increased substantially in recent years as Oak has sought to attract more students I in order to justify its university status, and this has meant that the annual class contact 
hours of the staff are somewhat high for a department offerincy an honours' degree. 17) In 
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The head of depai-trnent allocates about 450 class contact hours per year to each 
member of his department, although some remission is given to those lecturers who 
undertake administrative duties. Like many of the former polytechnics whose degrees 
were validated by CNAA, the course and student administrative arrangements appear 
extremely burdensome, and this work absorbs a great deal of staff time. 
Growing student numbers also mean much firne is taken up setting and marking a large 
number of formal assignments, and examination scripts during each semester. The I=> 
recent adoption of a semester system involved a great deal of planning and preparation, 
and this also added to the administrative duties of the staff. 
There is no doubt that witli only 14 members in the department and with two large 
full-time courses to run, the staff were somewhat over-stretched. High class contact 
hours involvin(y both undercyraduate and postgraduate courses, a considerable amount In I-) 
of assessment and examination work, cumbersome administrative procedures 
(including the attendance at iiurnerous committees and working parties) all combine to 
make this department the bLISIeSt of all the University accounting departments that were 
visited. 
It is to the staffs credit that they all seemed so extremely cheerful, and although they 
had to work long hours, they did appear to enjoy their work. It goes without saying, 
however, that hardly any of thern had any time to do any research, even though 
considerable pressure was being put upon them by the senior academics in the 
university to do so. Perhaps as a result of the overall teaching and administrative 
workload 'research' has to be defined very widely, otherwise it might be difficult for the 
university to claim that it had much of a record. Indeed, as far as accounting is 
concerned, the university would probably be pleased if the staff were able to publish 
anything at all, quite Linlllýe the position at Elm where the objective was to publish in 
'category one'journals. 
12.2 T. HE CONDUCT OF THE CASE STUDY 
12.2.1 Introduction 
Following an informal approach to the head of department, permission was readily and 11 
willingly granted to use Oa-k as a case study (albeit after he had sought the agreement I 
of his staff and a senior acadernic responsible for the department). No objections were 
raised, and the head of department took it upon himself to make the administrative 
arrangements for the conduct of the case Study. 
12.2.2 The staff 
As explained in Chapter 6 (Section 6.2.1.1), the interviews with the staff were 
restricted to those who taught on the final year of the accounting degree course. Z- Z: ) 
There were five Such staff, so along with the head himself plus two senior academics, a 
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total of eight staff were eventUcally interviewed. All of the interviews took place over a 
number of weel<s during the spring term of 1994. The interviews were tape recorded, I=) I=) no interviewee objected to a recorded interview, and on no occasion was a request 
made for the tape recorder to be switched off. In addition, some brief notes were 
taken during each interview. Z=ý 
12.2.3 The students 
The head of department arranged for a random sample of eight final year accounting C students to take part in a repertory grid session, and all eight students came along at 
the pre-arranged time. The procedure adopted was identical to that used in the other 
case studies. The students worked very conscientiously, and they appeared to want to 
spend more time on the project than the allotted one hour. Indeed, they were so keen, 
that there was tirne to ask them to re-assess their constructs to make sure that they 
were as clear as they could be. 
12.2.4 Documentation 
Few restrictions were placed on any documentation that I asked to see. However, ) the 
material that I did consult was not of very great help, except in providing some 
background information. There were very few references in the Course Committee 
Minutes or the Faculty Board Minutes to research or teaching. Research was 
obviously a matter for discussion on a number of occasions. In 1989 it had caused 
some concern, but very little appeared to have been done about it, so much so that 
when the honours' degree in accounting came to be validated, research was not even 
mentioned. It is possible that the departmental record was considered along with a 
number of other disciplines, and that these tended to have a stronger research record. 
As it was the COURSE that was being approved for honours' degree purposes, it is 
possible that the other subjects managed to cover any weaknesses on the accounting 
side. 
The overall impression gained fi-om consulting the course and departmental 
documentation was sucli that researcli appeared to be viewed more as a means of staff 
development rather than a vital ingredient of teaching, although the two could be inter- 
mixed. This impression was confirmed later when one of the senior academics was 
interviewed. He suggested that lecturers needed to do more than just teach and do 
administration as there was a need to make sure that there was always something "in 
the bank" (as he put it). 
12.3 THE STAFF INTERN71EWS 
12.3.1 Introduction 
The eight interviews with the staff followed the same procedure as the staff interviews 
elsewhere. The interviews usually began by asking the lecturers something about their 
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teaching and administrative duties. This procedure not only helped the interviewee to 
relax, but it also resulted in a great deal of background information being provided 
about the university and the department. There was occasionally a problem, however, 
when some of the interviewees became so enthusiastic about describing their teaching 
that it was difficult to get them to talk about anything else. 
12.3.2 Teachin 
All interviewees were asked to define or to describe what they thought was meant by a 
'teacher' or 'teaching' in relation to higher education. It was considered essential to 
draw out the meaning of the ternis so that it then would be possible to relate it to 
'good' teachino- 
There were two main themes that came out of the ideas expressed by the Oak staff. 
One was the transmission of information and knowledge to students, and the other was 
to activate the students' enthusiasm, interest and motivation in the subject. The staff 
saw that the main teaching method for advancing these themes was through lectures, 
tutorials and workshops. They also accepted that the work included the setting and 
marking of assignments and examination paper (this was a particular problem at Oak 
because of the growth in student numbers and a relatively small staff to handle them). 
It was interesting to note that although the department operated a formal pastoral care --D ZI 
system (one lecturer stated that normally he had 28 students to see every other week), 
unless they were prompted, the staff did not place a great deal of emphasis on pastoral 
duties. This may have been because it was so obvious a duty (rather like preparing 
handouts for classes) that it was taken for granted. I 
12.3.3 Good teaching 
When one of the senior academics was asked what lie thought was meant by good 
teaching, he respoiided by stathig tliat- 
I am becoming more and more convinced that if we set the aims and objectives of Z- 
courses or modules nowadays then what I am looking at in a good teacher is 
somebody who ensures that all willing students achieve those aims and objectives 
within their first attempt, and that this has been achieved with some enjoyment on 
the students' behalf 
This is perhaps true, but no doubt It does rather beg the question of how the course In 
aims and objectives are achieved. 
The other senior academic was a little more specific about the characteristics of a good 
teacher. He argued that the urilversity was looking for staff who were academically 
and professionally qualified, and who could communicate and empathise with students. 
He also thought that lecturers should have intellectual ability, understand their subject, 
be able to think on their feet in a louical and analytical way, and be'hard-workers'. I-) 
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By contrast a very senior member of the department thought that it was almost 
impossible to know what were the characteristics of a good accounting teacher. He 
did suggest, however, that the term might apply to someone who had made strenuous 
efforts to keep Lip to date, who had (),, iven considerable thought to the relevance and 
delivery of the material, who had looked ahead to potential future developments, and 
who had encouraged studems to question the existing fi-amework. 1ý 
This last point is particular interesting, because it suggests that accounting teaching 
should go beyond the i-nere teaching of existing practice and techniques (although the 
techniques can sometimes be very complex). This point was also mentioned by one of 
two lecturers in the department who wanted to publish in refereed journals and who 
might, therefore, have been i-nore research-minded. He argued that as well as being 
able to teach basic accounting a good teacher was one who was also open to new Z ideas. He thought that there was a danger that accounting could be seen as a static 41-1) Z) discipline, that it was too professionally orientated, and that after a certain stage, there 
was not much to learn. 
The other potential researcher in the departnient thought that good teaching involved a 
mixture of qualities, such as attempting to impart knowledge, trying to make the C) 
students enthusiastic, having, a concern for the students and making them feel that the ZI teacher was interested in them as a person. She was very much against the idea that 
good teachers were necessarily the ones who told jokes, or who gave students a 
detailed account of their private lives. 
Three other lecturers in the department (who considered themselves more as teachers 
than as researchers) gave mixed responses. One said it would depend upon whether 
there had been a lot of complaints about his teaching (apparently this was not the 
case). Another described it in terms of conveying interest and enthusiasm for the 
sub . ect to the Student, and who can "aet the message across". The third one stressed 
the importance of having experience of "the work-place", but he believed that 
enthusiasm was also a vital factor. 
The word 'enthusiasi-n' was frequently mentioned as an integral element of good 
teaching in all of the case Studies. If it is an important factor, then it will be necessary 
to determine whether an involvernent in research (and research alone) creates an 
enthusiasm for teaching, or NNiliether it is possible to be an enthusiastic teacher without 
ever havincy been involved in research. As it happened, all of the staff interviewed at 
Oak appeared to be highly enthusiastic teachers, but only two of them claimed to be 
researchers. 
In summary, the views of the staff at Oak about being a good teacher suggest that 
there are four main factors- enthusiasm, a questionin(y outlook, knowledge of the 
subject, and an ability to nic-ike it comprehensible. 
12.3.4 Research 
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As indicated in Section 12.1, Oak's accounting research record is not strong. While 
two of the staff were atternptin, (; to do some research, their success was relatively 
modest, because like the rest of the department, they had some very heavy teaching 
and administrative commitments. It was not surprising, therefore, to find that the 
university classified almost anything beyond teaching and administration as 'research', 
although that definition was undergoing some amendment. 
As the university's mission statement put it, the primary aim was to- 
provide a high quality learning and scholarly environment for its students. 
It recognised that in order to fulfil that aim, the pursuit of high quality research was a 
core activity. However, a draft 'Research Policy' document (shown to me in 
confidence) did not give a precise definition of research. All it stated was that: C) 
... research entails a broad spectrum of activities influenced by the nature of individual disciplines or programme areas. 
It followed that the staff were also likely to define 'research' in such broad terms. 
One of the senior academics (a statistician) gave almost the classic definition of 
research: 
One would be looking at the development of either new knowledge ... new In 
methodologies for ... treating old knowledge and I Would count that as research. 
I 
would Count scholarship as reading up other people's research, because that is the C difference. One is writing it - doing the work -collating the work, and the other is I'D 
-: 1 g yourself abreast of the 
leading edge, but not at the reading up about it, keeping 
leadina edae. 
The other senior academic (another statistician) gave what had come to be almost a 
standard response. 
Research., Oh! (-Yosh, is one of those things that we find ... 
I think that you can Z71) C) 
come up with lots of words about 'pushing back the frontiers of knowledge etc. 
etc. '. Historians can tall< about re-synthesising or re-cycling 11: ) It). ** 
A P- 
After some deviation, lie then continued. 
... so 
I arn not trying to evade the question. I think the question is a very elusive Z- 
one, and really is down to each area to define what 'it' means by 'research'. 
There was similar hesitation from the accountants. As one of the senior members 
remarked, "that's a very interesting question", but after some prompting he went on to 
suggest that researcli meant work that would lead to some form of publication. The 
pressed again, he department did not specify any particular outlet, and after being 
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admitted that research really meant sornething, that was outside the normal type of 
class contact work. The two departmental researchers also gave slightly conflicting 
and ambivalent responses. 
Well, it's defined differently. In higher education you could say that the older 
universities have a view of what research is and such a view could be that research 
is not just publications, it's not writing a book on one particular area, it is looking 
for articles being published in refereed journals.... 
The other researcher confiri-ned that the definition of research at Oak had varied 
considerably over the years. She said that it had ranged from pure academic research 
to consultancy and short COUrse work. She then began to review what lecturers in 
other departments at Oak thou(Ilit about 'accounting' research: they appeared to think ID I=) that there was no such thing. Thereafter her response becarne somewhat confused, but 
she ended by stating: 
applied research, consultancy, you name it, it's all part of research. 
This particular lecturer fOUnd it difficult to articulate what she meant by research. In 
fairness to her, however, it is worth noting that she had recently completed a master's 
degree prograrnme. This was somewhat surprising. Notwithstanding the heavy 
workload in the department, the university had been able to find sufficient resources to 
allow both the two potential researchers a year's full time secondment (on separate 
occasions) to read for a higher degree. She herself had also managed to publish 
several refereed articles on top of her very heavy departmental commitments. 
Furthermore, as will be seen later, this particular lecturer had some very firm ideas on 
what impact research had on teaching, 
The other three interviewees all (-)-ave a similar answer to the question about research. 
One lecturer (with 25 years' service in the department) remarked that he was not sure 
because "they kept changing the (, oal posts". However, his understanding was that an 
interesting topic was found, the subject was read up, the problem was investigated, and 
the results then analysed (his explanation was expressed in much more basic terms than 
this summary would indicate). One of his colleagues went beyond this explanation. 
He suggested that the results had also to be published in books and magazines, or in 
some other documentary form. Another lecturer was able to distinguish between what 
he called "primary" research, ie, "... looking to a problem which exists ... and requires investigating", and the kind of research that lie did every day in preparing for classes. 
He had a point- It is very difficult to keep up to date with all the legal and professional 
requirements that affect his main subjects of auditing and taxation. 
The type of research expected to be undertaken by the accounting lecturers at Oak was 
clearly defined fairly widely. In broad terms, it appeared to be anything beyond routine 
is meant that the constant updating of class teaching and administrative woi-]-. Thi 
material on (say) taxation (both in terms of content and understandinzaD would not 
normally be classified as'research', while the holding of a seminar in another university 
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(perhaps using the sarne updated taxation material) would be acceptable. Nonetheless, 
all the staff recognised that in Iii2y)her education, the only definition that really mattered 
was work that led to publication in refereed journals. Until the ordinary class contact 
time and course administration was substantially reduced, it appeared highly unlikely 
that very many of Oak's accounting staff would be in a position to undertake that type 
of research. 
12.3.5 The direct impact 
Given the very wide definition of research adopted at Oak, it was illuminating to see 
why 'research' was considered to be an important activity. The draft 'research policy' 
statement (referred to in Section 12.3.4) argued that research was vital to the life of 
the university life, and that it was central to the provision of a stimulating learning 
environment for all staff and students. The main reasons listed , insofar as the 
impact 
research was assumed to have on teaching, were as follows: It) 
1) it is a means of fostering, a spirit of enquiry- 
2) it enables staff to develop confidently and competently; 
3) it helps them maintain a high level of enthusiasm and commitment to their subject; 
4) it enables them to contribute at the forefront of knowledge and impart this spirit It) 
to the students, 
5) it helps in curriculum developmerit, 
6) it is a valuable source of teaching materials; and 
7) it provides a broad insight into the students' studies by enabling them to be aware 
of and interact with research teams. 
It is not surprising, to find that the senior acadernics at Oak echoed some of these 
sentiments, since they both had had sorne input into the document. One argued that 
the impact of research on teaching related to bringing the students right up to date, and 
in creating a sense Of enthusiasm and excitement about the discipline. The other 
referred to the policy statement, and he emphasised the points about keeping the 
courses up to date, in stimulating the students by reference to new developments, and 
being excited by thern. 
A senior member of the accounting department appeared to agree with these benefits. II He believed that research enhanced the culture of the department, and it also helped to 
market its courses. 
The views of the two researchers in the department were particularly useful. One put 
it this way: 
I think that research leads teaching. It's not that if one is a teacher of accounts 
one has got to do some research. I think it's a case of you do the research, and 
from that flows a certain attitLide, ethos, stimulus, which is then effective in your 
teaching. 
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When he was asked how research had changed his approach, he thought that his 
teaching was much tighter, by which he meant that the ideas that he was putting across 
had been subject to a much more rigorous foundation ie, his analysis was much more 
rigorous. His colleague agreed with this concept, although she admitted that she used 
very little of her own research in her teaching. She then went on to argue at great 
len th why her involvernent in research strengthened her teaching. She began as 9 
follows: 
... only 
by doing research yourself ... can you 
begin to take an interest, and even n 
understand other people's research. 
She believed that this was so because it was possible to. 
... critically review and assess ... 
because you understand the problems. You 
understand ... where accountin(y is going, what we should be trying to do, how we ý: ) C) --") 
can develop the accounting discipline. Academically, because you have done I=> some research, you are much tighter, you can see things easier, you can see the 
flaws, you can see where things are missing that people should have ... you C. have not considered this aspect, have you not considered the next aspect?. 
In other words, she felt that her research had made her become much more critical of 
both her own and other people's work. She was then asked how this critical approach 
benefited her students-. 
I know myself if I am writino, somethina, I am much more ... critical of what I 0 Z) 
write, and I look at each word much more clearly in a sentence. 
It was still not clear liow this was of direct benefit to the students, and a great many 
more direct questions liad to be put to lier before slie eventually put forward the 
following explanation- 
I have found one thing, and I think that it doesn't happen if people don't do 
research. I believe that Students in an honours' year should not just be reading text 
books - they should be reading articles, they should be reading publications. Now 4=) 41-) I think if the lecturing staff do not read current articles, current research I=) themselves, they are not asking the students to read it. n 
This was gradually getting imich closer to the point. She felt that students lost out 
because: 
I think they are reading stuff that are old hat. I don't think they question what is 
going on at the moment. They accept what you tell them, and that's it. They 
presume that - some Students ... 
don't think of accounting as being developed or It) 
growing or changing),, ... 
if they don't read about what happening with people's 1. - ideas and how to develop accounting, they won't change and they are the ones Z) Zý 
192 
who are going to be or are hopefully develop the accounting profession in the 
future... 
In summary, the general view at Oak about the involvement of staff in research appears 
to be that research can be of some direct benefit to the students: it can provide 
additional material for use in IeCtUres and tutorials, it may help to retain the lecturers' 
interest and enthusiasn-i for their teaching, it is possible that it ives the students a 1-) 9 
wider perspective of the material being used, and it may train them to be much more 
critical of the material presented to them. 
12.3.6 The indirect impact 
There was little evidence obtained at Oak to support the belief that students benefit 
indirectly from departmental or institutional research. Since little research was going 
on in the accountin( 
- 
1, department, it was somewhat astonishing, therefore, that one of 
the senior academics asserted the following: 
I don't think I have yet to see really good degree and honours' degree level 
teaching going on where research is missing from the environment. Z) 4=> C) 
This would imply that Oak's own accounting degree was not very good, although it is 
possible that by the environment he meant for the institution as a whole, and not just in 
respect of one department. 
It was left to the lecturer who was so enthusiastic about the impact research had had 
on her teaching, to come up with a possible reason why there may also be an indirect 
impact. She had found that literature-led teaching did not work in isolation. The 
students reacted very adversely if they have been used to one form of teaching, and 
then at a late stao-e in their course, only a few lecturers adopted a different approach. 
She argued that if (say) a literature-led method was attempted, it would only work if it 
were adopted by all (or most of) the lecturers in the teaching team. Students then 
benefited indirectly from a course philosophy that was based on requiring a critical 
appraisal of tile literature. 
12.4 THE STUDENT INTERVIENI'S 
As mentioned in Sectiori 12.2.33, contrary to expectations all eight randomly selected 
students at Oak came to the repertory grid session. They were the most diligent of all Z) 
the groups taking part in such sessions, and between them they produced a total of 93 
constructs (one of 14-, three of 12; three of 11; and one of 10). An example of a 
computerised grid based ori data fi-oin one of Oak's students may be found in Appendix 
12.1. 
The stronggest relationships established between different types of teachers as perceived 
by individual students are SI-1111111arised in Table 12.1. 
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TABLE 12.1 
OAK UNIVERSITY: MATCHING OF ELEMENTS 
NUMBEROF STRENGTH 
MATCHINGS OF THE 
ELEMENTS RELATION- 
SHIP 
E3 Fairly good accounting teacher 2 Very strong 
E6 Expert accountin teacher 
E6 Expert accounting teacher 2 Very strong 
E7 Good teacher in another subject 
El Good accounting teacher I Strong 
E4 Helpful accounting teacher 
El Good accounting teacher I Strong 
E6 Expert accounting teacher 
El Good accounting teacher I Very strong 
E7 Good teacher in another Subject 
E7 Good teacher in another Subject I Very strong 
E9 Helpfid teacher in another subject 
Total 8 
1 (Source: Students' constructs) 
As can be seen fi-oni Table 12,1, the perceptions of these students are of good 
teachers, and not of poor ones (as was the case at Cedar). 'Expert', 'good', 'fairly good', 
and 'helpful' acCOLintincy teachers all feature in different combinations in the grids, with 1: 0 four of the (Yrids relating to teacher in other subjects. This would indicate that there I=> In 
are no strong perceived differences between different disciplines. 
As far as the constructs are concerned, the following, characteristics (in order of 
importance) appear to (yo towards inakinor a good teacher: In n 
Characteristic 
I Rapport with students 
2= Stimulation of interest in the subject 
2=. Preparation and organisation of the class material 
4= Knowledge of the subject matter 1 
4= Availability and helpfulness 
There was little indication that an involvement in research featured in the students' 
perceptions of what makes a good teacher, and only two constructs appeared to relate Z) 
to research, one of which had been inserted after the students had been prompted. 
This was not surprising, becaLise only two of the accounting staff could have been 
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regarded as researchers. Assumirig that the students knew about their involvement in 
research, they would not have been able to base their constructs on much evidence. 
The same point would appear to be true of their perceptions of teachers in other 
subjects, because there were little perceived differences between disciplines. The 
conclusion must be that : 
Either: that the staff are not aenerally involved in research; C-) 
or the students were not aware of the staffs involvement of it 
or if they were, they did not consider it to be relevant. 
12.5 SUMMARY 
Oak is a small new university. It has expanded its student numbers rapidly over the 
last few years, and there has been a particular demand for places on its accounting 
courses. The department of accounting has a relatively small establishment, and it 
clearly has had some difficulty in coping with an increasing number of students. This 
has resulted in more class contact time, more assionment and examination papers to 
mark, and more students requiring pastoral and professional care. In addition, the 
university operates some detailed administrative procedures, and these also result in a 
great deal of staff time being taken up in attending meetings and sitting on working 
parties. The university has also recently introduced a module and semester structure, 
and this again has absorbed even more staff time. ZD 
Like all universities, Oak has long recognised the need for its staff to be involved in 
'research', although when it offered CNAA degrees, it was sufficient for the lecturers 
to be involved in 'related activities'. Now that it is a university, a much tighter 
definition of research has been adopted. The department of accounting has been 
caught up in this change, but along with normal teaching and administrative duties, the Z) 
staff were struggling to keep up to date with changes in legal and professional C) It) C) ZI-: ) 
requirements. This had left them little time or energy to become involved in research. 
There was no doubt that some of them would have liked to have done some research, 
but only two mernbers of the department had been moderately successful. 
The two researchers in the departnient had been fortunate in being granted a period of 
secondment in order to PL11-SUe a full-time master's decyree course, and this had C) 
provided them with some material that they were able to publish. Once they were back 
in the department, however, they had found it difficult to continue with their research. 
It was noticeable that both of them had some very firm ideas of the advantages of 
literature-led teaching. One of them admitted that although she had tried to teach the 
final year accounting Students by using a literature-led approach, it had not been a 
happy experience. It appeared that the students resisted anything that was novel. She 
thought, therefore, that (Yood teaching did not depend entirely on a lecturer's individual 
involvement in research, but also whether other lecturers on the same course were 
similarly involved. In such circumstances, she believed that students benefited both 
directly and indirectly by a department's involvernent in research. 
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The repertory arid session with the students went particularly well, but there was little C) in their constructs to suggest that research played an important part in what they 
perceived to be a 'good' teacher. This was hardly surprising, since few of their 
accounting lecturers were engaged in research. It is not known whether their teachers C) C) in other subjects were also largely non-researchers, but this is possible because 
research was also not a feature of the students' perceptions of good teachers of other 
subj ect s. 
I left Oak University somewhat daunted by the work-load that the staff had to carry, 
but at the same time greatly encouraged by their obvious love of teaching. It is also 
worth noting that 'Lidaing from the way that they reacted during the repertory grid C) j :, I --, 
session, the students also appeared to be enthusiastic and interested in what they were 
doing. 
The next chapter reviews the case StLidy undertaken at Pine University. The contrast 
with Oak was remarkable. While Oak was a hive of activity, Pine proved to be a haven 
of peace. 
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CHAPTER 13 
PINE UNIVERSITY 
13.0 INTRODUCTION 
This chapter reviews the case study undertaken at Pine University. The contrast 
between Oak and Pine Universities was quite significant. Whereas the lecturers at Oak Z-) 
were obviously overworked, the staff at Pine (-), ave the appearance of being entirely at 
ease with themselves and with their work. 
The chapter is divided into five main sections. Section 13.1 reviews the background to 
the case study. Section 1 ). 2 explains how it was conducted. Section 13.3 outlines the 
results of the interviews with the staff, while Section 13.4 deals with the students' 
repertory grid session. Section 1 -3 ). 5 contains a summary of the chapter. 
13.1 THE BACKGROUND 
Pine is an old university. It was fOLMded many decades a(Yo, and it has a world-wide 1=) reputation for its research. The university is large, and it occupies a number of sites in 
one of the country's major cities. 
The department of accOLintino, Is one of the oldest in the country. It is a small one, Z) having only about ten full-time members of staff, and in order to cope with the work- 
load it has to rely on a number of part-time specialist lecturers. There does not appear 
to be any difficulty in recruiting SLICII Staff. The university has such a high reputation 
that the most erninent of practising accountants seem only too willing to devote a few 
hours a week to teaching at the university. Sometimes these specialists are awarded 
the title of 'Professor' and this gives them additional prestige among what is a very 
tight professional COMMUnity. 
The accounting department is unusual in that it does not operate a degree course of its 
own. Instead, it is offered as a major subject on a business studies' degree course run 
by another department. This is enormously advantageous for the accounting 
department because it means that the staff can concentrate on teaching and research 
without having to spend a great deal of time on administrative duties, such as the 
recruitment of students, the organisation and preparation of timetables, the allocation Z- 
of rooms,, the arrangements for course work and examinations, and the pastoral care of 
students. In addition, the staff have far fewer meetings and boards of studies to attend. 
Their time can almost exclusively be given to research and teaching. If the class 
contact hours ever look like becoming excessive or there is no one available to teach a 
particular specialism, then Outside help can always be called upon. 
197 
The head of department was not sure of the average class contact hours of his staff, 
but he thought that it was somewhere between 120 and 160 hours per year. These 
hours, however, included supervision time for PhD work. In all the other universities 
visited, supervision tirne for dissertations and theses was not normally included in the 
calculation of class contact time. When the staff were asked the same question about 
their own hours they also were not sure (it appeared to vary between 30 and 100). 
This indicated that the level of class contact hours was low enough to be of no real 
concern to them. The contrast with a new university such as Oak was remarkable. - not 
only had Oak's staff far higher class contact hours (up to 450 per year), but all of them 
had some very heavy administrative duties. 
The difference between Pine and Oak, (or for that matter, Pine and Ash, or Pine and 
Cedar) was that in return for mininiLiin teaching and administrative duties virtually all 
of Pine's staff were expected to be actively engaged in research. The staff did this very Z) C) 
successfully: the department had one of the best research records in the United 
Kingdom. However, it did not see itself as being particularly successful because it did 
not perform as well as many other departi-nents in the university. Thus it is expected to 
achieve even better results in the 1996 Research Ratings' Exercise (HEFC et al, 1994). 
This would suggest that the department was under considerable pressure to improve its 
performance, but this was certainly not obvious to the casual visitor. The staff 
appeared to be unharassed and totally self-assured. They were aware that they worked 
in one of the best universities in the country, they enjoyed their work, and they knew 
that they were good at it. It was also pleasing to observe that there was no sign of Z- 
arrogance. The staff just got on with they had to do, largely untroubled, it must be 
said,, by onerous teaching and administrative commitments, and certainly without the 
need to attend constant meetings which seenn to be such a major feature of life in the 
new universities. 
13.2 THE CONDUCT OF THE CASE STUDY 
13.2.1 Introductio 
A 11 
Mer the nature of the study had been explained to the head of department, he 
immediately a(gyreed that his departi-nent Would be willing in principle to take part in the 
project. He confirined this a short while later, after he had consulted his colleagues. 
ajor breal<-through, because there were not many accounting This was considered a in" C> 
departments in the United Kin(, Ydoni that had Pine's research record, and it might have 
been difficult to find another departi-nent with as good a research record that was 
willing to take part. In fact, the head of department gave enormous support and 
encouragernent throughout the entire conduct of the case study, and it was largely due 
to his personal intervention that it proceeded so smoothly. 
13.2.2 The staff 
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Interviews were arranged with a senior acadernic in the university who had overall 
responsibility for the accounting department, the head of department, and six 
departmental members who taught accounting on the final year of a business studies' I C) degree. The six lecturers iiicluded two part-time staff. One of these lecturers was a 
partner in a large firm of chartered accountants, and the other one was a professor in 
another university. 
The interviews took place in the spring of 1994. They were all tape recorded, and no 
one either objected to being recording or asked for the recorder to be switched off at 
any time. While some brief notes were taken during the interviews, these were not 
very detailed because of the need to concentrate on what was being said. In two cases 
the tapes had to be supplemented by notes because the interviews had recorded very 
badly, mainly because the lecturers concerned spoke very indistinctly. One of these 
interviewees was also difficLilt to understand, and the recording is punctuated with 
interruptions as I tried to interpret his meaning, only to be corrected time and time 
again. It is clear that I had little idea what he was talking about, and I was left 
wondering whether his Students had similar difficulties. 
13.2.3 The students 
The head of department was not able to arrange a random sample of eight students, so 
two non-random selected Sessions With four students in each group were eventually 
held. After a great deal of close questioning, both groups of students got down to I=) I=> Zý- 
completing their grids. They then worked very qUietly and very diligently. I=> 
13.2.4 Documentation 
The head of department was prepared to allow me to consult whatever documentation 
I wished to see, but there was little available. This was partly because the department 
did not run its own degree course (which meant that it had few records of its own), 
and partly because Pine University tries to minimise its administrative procedures. I 
was informed, for example, that the Course Board of Studies only met about once 
every five years! By contrast, In the newer universities such boards meet at least three 
or four times a year, and if staff teach on (say) three or four degree courses, they could 
easily be attending about 16 board meetings per year plus the various module 
committees, boards, and special meetings that are called from time-to-time. Z> 
Nonetheless I was able to consult sorne course review notes, and they contained some 
interesting points; for example: C 
Another item of some concern is the low level of interest found in some cases by a 
reasonable minority of students. Some modification and experimentation with 
teaching methods is probably called for in these instances. I=) 
It was also indicated that Pine had similar problerns in the teaching of accounting as 
did the newer universities- 
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It appears that some students remain unconvinced of the value of studying 
accounting theory, history of the development of accounting practice, and the 
economic and social significance of their chosen subject. For some the subject is 
defined in purely technical/computational terms, and it would seem that a 
university degree in accounting is likened more to training than an education. 171 C) 
Some of the final year students, however, did not seem to agree. I=) 
The abandonment of rote learning in favour of a more critical and analytical 
approach has caused me to think deeply on issues of the use and abuse of 
accounting. 
Another student stated that-. 
At last university is what it's meant to be. These honours courses have sought a 
critical multi-disciplinary approach to study which is essential if one isn't to get 
bocy(yed down into technicalities. Z) Z= - 
This did not happen in every instance- 
Of the three course (s), ... accounting 
is the most dry and technical and suffers the 
most from interesting readino (sic). Let's have some controversy ... I=> CID 
Another student disaLyreed- I-) 
A PA 
After ... years of 
boredorn studyingy accountancy I have enjoyed my ... 
(final) year. 
For the first tirne the Courses have been stimulating, demanding thought and not 
just rote learning. 
It is interesting that although the staff had indicated that the students prefer a 
technique-based form of teaching, the students did not necessarily agree. Some 
students appeared to be quite stimulated by having to think for themselves. Thus while 
a literature-led approach to teachingy had run into difficulties at Oak (see Chapter 12, 
Section 12.3.6), at Pine it appeared to be much more successful. 
13.3 THE STAFF INTERVIEWS 
13.3.1 Intro 
_Llction 
Ei ht interviews were conducted with the staff at Pine (including the two lecturers 9 Z-) 
who had part-time appointments). All of the ftill-time lecturers are highly experienced 
researchers and teachers, and most of thern are extremely well known in their field. As 
with the other four case Studies, five main issues became apparent: the delineation of 
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teaching duties; the definition of research, the direct benefits that research brings to 
teaching; and the indirect impact of research on the students' learning experience. 
13.3.2 Teaching g 
At Pine, teaching duties teiided to be defined as the delivery of lectures, the holding of 
tutorials, the settin and marking of assionments and examination papers, and the 
supervision of dissertations. Dealing with student problems (particularly ones related 
to the course or the subject) did not immediately come to mind unless the interviewees 
were prompted, but this was also a feature of the interviews conducted in the other 
universities. However, it appeai-ed to be even further from the minds of Pine lecturers, 
and there were very few references relating to either the professional or the pastoral 
care given to students. 
The senior academic explained why this was the case when he was asked if dealing 
with student queries formed part of a lecturer's duties: 
Not necessarily because in this university ... we 
do have directors of studies, and 
these are appointed from the lecturinIg staff to look specifically or deal specifically 
with student issues and queries on financial, emotional, domestic - whatever 
problem that they have. 
This is quite an important poillit. It means that staff have even more time to do 
research because they do not have either to administer a course, or to deal with all 
types of student queries. There is a danger in this, of course, because as they may not C) be fully aware of student difficulties, their teaching material may not be altogether 
suitable for the students. 
13.33 Good teachin 
If teaching duties are defined in rather a restricted sense, then the definition of GOOD 
teaching may also be narrowly interpreted. This was generally the case at Pine, good 
teaching being thoLight of mainly in terms of class room performance. As had been 
experienced elsewhere, the interviewees found it a difficult question to answer. The 
senior acadernic, for example, niused about the question for some minutes before 
eventually responding as follows- t) I 
... 
in a general sense, I would say enthusiasm: I would say a person has to be 
enthusiastic at wliatever level they are teaching. 
A senior member of the departmew thought that there were a number of attributes: the 
level of material preseiited had to be at "university level", meaning that it had to be of a 
high standard, and it had to include the latest ideas. The second important attribute 
was "communication". The material had to be clearly presented (almost to the point of 
being a form of entertainment) so that the Students appreciated and understood it. 
Another senior member tllOLI(. YIlt that it varied between audiences, depending upon 
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whether it was (say) a first yeal- UndergradLiate class or an MBA roup of part-time ID 9 
students. After commenting) in some detail on the problems in dealing with 
postgraduate students, he then came to the following conclusion: 
Someone who can bring people to a certain standard of accounts' preparation, but 
at the same time, make thern appreciate how these figures reflect the key business 
decisions and therefore how they interpret the accounts ... 
It was interesting to note that he related his response both to the preparation of 
accounts (which might be regarded as more of a technical operation) and an Z 
understanding of them (in other words, a more critical perspective), but he then went 
on to remark: 
... we 
look for someone who is understandable, clear, who obviously to the 
students has a good (Yrasp and knowledge of the subject and someone who can C C) 0 
enthuse the students, who can ... go away in appreciation that accounting 
doesn't 
stand on its own. 
One less experienced lecturer (who considered herself more of a researcher) agreed 
with these sentiments. She thought that apart from having a good sound grasp of the C C) ZI: > 
subject, confidence and enthusiasm were the most important factors. By contrast one 
of her junior colleagues placed quite a strong emphasis on approachability (rarely 
mentioned at Pine), aIth0LI(Yh lie also thouoht a vital factor was the careful structuring 
of material. 
13.3.4 Research 
It was anticipated that staff in a department which has such a high reputation for its 
research would have no difficulty in defining what was meant by research. This did not C 
turn out to be the case. The senior academic set the scene- 
... 
by research we normally thinl< of sorneone who is developing new ideas, 
contributing to knowledge, and is publishing that material in accessible journals, 
books or papers. 
Thereafter, it did not appear to be very clear what was meant by research. 
When a senior member of the department was asked how the DEPARTMENT defined 
research, he stated that there was no formal definition. As he put it: 
I would think that emerges from staff members, reading and gaining ideas as they 
go along and fi-om tall<ing to more experienced members of staff. C 
Another senior member agreed that lie would also define the term loosely, but if the 
object was to coui-it for research assessment purposes then it had to be along the 
following lines- 
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... empirical, 
it probably has to use sorne fairly sophisticated statistics or it has to 
be in the area of cases and or in some sense based in a sociological literature. 
Yet another lecturer said that the definition of research was "kind of difficult") so it 
was not surprising that she never quite cyot round to giving a precise definition. Her 
response revolved round her own research which she described as being two-fold: 
"abstract" and "applied". Another lecturer was a little more specific. He thought that 
it had something to do with "Ideas", while another member of the department 
described it as "a means of achieving publication". ZD 
13.3.5 The direct impact 
It was to be expected that in a research orientated university, there would be strong 
support for the belief about research and teaching. It was surprising to find that this 
was not necessarily the case. The senior acadernic, for example, was not sure whether 
he did accept the belief 
I have known some first rate teachers, people who I have thought are first rate 
teachers and so it seemed that they were very good teachers, who have not 
necessarily been hioh-fliers at ... research although in terms of research and likewise I have known and I still do know many researchers and I shudder to think 
what ... 
Equally, there are quite a few people I know who are extremely good at 
research and their enthusiasm for their research just bursts through in their 
lecturing, in the lectures, and the students appreciate that. 
It. is interesting that in this statement the word "enthusiasm" is mentioned once again. 0 When he was pressed about this, lie appeared to think that it was a critical factor. In 
other words, he was argu1na that an involvement in research creates or rekindles a I I=) 
general enthusiasm for the subject, and this comes across when lecturers do some 
teaching. However, lie did concede that there were some extremely enthusiastic C) lecturers whose presentational skills were so poor that their enthusiasm for the subject 
was not obvious to an audience. It is clear, therefore, that enthusiasm alone would not 
necessarily make a good teacher. -1-) 
One of the senior acadernics in the del)artment was almost as cautious, but a little more 
specific on this point. He aroued that those teachers who were also researchers geared 
their teaching largely to their researcli interests, and that "leading-edge knowledge" 
was then included in their material. He described this phrase as meaning that it took 
the students to the frontiers in that particular area, although he did concede that it 
might be possible for a non-researcher to do the same. He argued that: 
A successful researcher has had to expose themselves to the literature, had to 
examine questions In the area, and has to produce output in that area. It doesn't 
guarantee success at teaching, but it is a tyood basis ... 
for sorneone who has got 
that background. 
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The point about the use of literature was echoed by another senior member of the 
department: 
At honours' levels 
... one is gettin(y the students to read things because you know 
that they exist, because you have looked at them as part of the background to 
your own paper, to refer to all the literature that is there. 
This particular lecturer then began to talk about research and teaching in considerable 
depth, and the interview went on for much Iong er than an hour. He had worked in 
many different types of institutions and he had held some very senior positions, so he 
was probably the most experienced lecturer interviewed in any of the five universities 
visited. His remarks, therefore, are perhaps particularly significant. He believed that 
research gave lecturers confidence, it enhanced their credibility, it motivated them, and 
their enthusiasm for research was communicated to the students. He may well be 
right, but it is debatable whether these benefits are necessarily exclusive to the 
researcher. This point was put to hirn by asking whether there was perhaps a 
'mysterious ingredient' (Factor X) that only an involvernent in research could provide. C 
In reply, he used the analogy of a football team manager who has had professional 
football experience himself He argued that the manager's experience gave him 
credibility in managing the team, and that it also gave him a little more understanding 
of what was involved. Similady by doing research, the lecturer had more insight into 
the limitations of i-esearch- 
If you are just a reader of research, you probably do get a slightly enhanced view 
. Cý of what the message really is, whereas if you have done it you know about the I-) 
warts and the short-cuts and limitations and the difficulties, you are probably able 
to put research in a slightly better context. 
Overall, he thought that research did make some difference. However, he argued that 
it was still possible to read the literature and to put it across effectively without 
actually having done some research. The key point appeared to be that research 
experience gave an additional INSIGHT into the literature, and this was difficult to 
obtain merely from reading about research. 
Another lecturer appeared to SLIPPOI-t this (Yeiieral argurnerit. She felt that her research D I=) 
made her much more familiar with the problems that the students were facing with 
their projects and dissertations. She also felt that it enabled her to put the subject 
across much more confidently. 
The question of insight appeccired to be touched upon by the lecturer who had made his 
views almost entirely incomprehensible. By pressing the point, he eventually conceded 
that his research enabled him to think differently and to question more deeply about the 
problerns that lie erICOLIntered. The other lecturer whose interview had also not 
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recorded very clearly, felt his research made it easier for him to transmit much more 
satisfactorily to the students his enthusiasm and interest in the subject. 
The main points that come out of these interviews su gest that research enhances the 
lecturers' interest in their subject, it maintains their enthusiasm for teaching, and it 
gives them a much greater insight (as they call it) into the literature ie, they know from 
personal experience just what has g-one into the research process. This means that they 
believe that they are more capable of assessing the importance and validity of the 
literature. In the case of the lecturers at Pine, since some of their teaching is based on 
their own research, it also provides thern with additional material that is more wide- 
ranging, and much i-nore up-to-date than that available in the text books. These are 
substantial benefits, and they may point to Factor X. 
However, the lecturers were somewhat reluctant to concede that this was the case. 
They agreed that one of the main benefits that they crot from their own research was 
the experience it gave them in being aware of and being able to appraise critically the 
academic literature, and they doubted very much whether their own critical faculties 
would be quite as well developed if they were not en(yaoed in research. Nonetheless, 
they thought it might be going too fai- to argue that an active involvement in research 
was the only way of obtaining these benefits. 
133.3.6 The indirect impact 
Pine University generally and its accounting department in particular are both very 
heavily involved in research, so if it is true that students do benefit indirectly (instead 
of directly) from working in an environment where the staff are involved in research -In 5 then it ought to be apparent at Pine. 
Pine's accountmo, department is small. The lecturers have an office each, and the 
offices are all close to each other. The department was clearly a relaxed one in which 
to work. The staff ]<now each other well, and they had frequently worked together on 
joint research projects. Since there were so few of them, it is unlikely that the students 
would not know all of the staff, at least by sight if not by name (this would be highly 
unlikely at Ash and Cedar Universities). 
Notwithstanding all these factors, no one interviewed offered much support to the 
notion that the students benefited WDIRECTLY from studying in a department that 
was research orientated. The main reason for this may be because as all of the staff 
were engaged in research, it was almost impossible to disentangle any direct benefits 
from any possible indirect ones. 
13.4 THE STUDENT INTERVIEWS 
The eight students who took part m the two separate repertory grid sessions produced Cý 
a total of 96 constructs (one each of 9,11,12,13,15,16, and two of 10 each). An 
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example of a computerised (T grid may 
be found in Appendix 13.1. The strongest 
relationship established between different types of teachers is shown in Table 13.1 
TABLE 13.1 
PINE UNIVERSITY: MATCHING OF ELEMENTS 
STRENGTH 
NUMBEROF OFTHE 
ELEMENTS MATCHINGS RELATION- 
SHIP 
El Good accounting teacher 3 1 identical 
E6 Expert accounting teacher 2 strong 
E7 Good teacher in another subject 2 1 very strong; 
E9 Helpful teacher in another subject I strong 
El Good accounting teacher I Strong 
E3 Fairly good accounting teacher 
El Good accountina teacher I Very strong 
E7 Good teacher in another subject 
E3 3 Fairly good accounting teacher 
E9 Off-puttingy accounting teacher 
I Strong 
Total 8 
(Source: Students' constructs) 
There appears to be some consistency in the different types of teachers as illustrated in 
Table 133. L In the main, the teacliers that the students find acceptable are grouped 
together. An 'off-putting accounting teacher' occurs only once in the table, and 'poor 
teachers' do not feature at all. Tliei-e also appears to be little distinction made between 
accounting teachers and teachers in offier subjects. In other words, the discipline does 
not appear to be a strong factor in distinguishing between good and bad teachers 17ý =0 1=1 It) (bearing in mind that there were six elements given for different types of accounting 
teachers, and only three elements for teachers in other subjects). 
What Pine students think makes a good teacher can be ascertained from their 
constructs (with the caveat that any analysis of personal constructs involves construing 
someone else's perceptions). The main factors (in order of importance) appear to be as 
follows- 
1) stimulation of iriterest, 
2) rapport with the studeiits, 
3) knowledge of the subject matter, 
4=) questions and discussions (ability 
freedom to enter into a debate; and 
4=) availability and helpfidriess. 
to ask questions, obtain answers and the 
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The five main factors listed above exclude any direct relationship lecturers may have 
with research, but five COrItI_UCtS produced did appear to be related to research. They 
were as follows: 
Impressed me as being, a leader in the subject 
Someone whom I thought was not pushing back the boundaries of knowledge 
2) Possesses more than a thorough knowledge of subject ie, implications of research 
A good working knowledge of subject 
3) Research 
No research 
4) Acadernic ability 
Thick as mince, wnte(s) feeble papers 
Involved with research 
Not involved 
Constructs 1) and 2) were inserted without any prompting, while constructs 3), 4) and 
5) were inserted after prompting,. Few constructs were produced, therefore, that 
related to research, and it would appear that even Pine's students did not rate research 
highly as being a significant factor in detern-iii-iii-ig the characteristics of good and bad 
teachers. 
The students at Pine are taught by some very highly qualified accounting staff who are 
some of the best known researchers in the United King)-dom. This does not mean, of 
course, that they are necessarily good teachers. Most of the students would only be 
able to compare them with lecturers in other subjects at Pine and not with accounting 
lecturers in other universities. Thus the students may have some very high 
expectations* it is difficult to believe, for example, that any lecturer at Pine is "thick as 
mince", although the student may have been referring to the articles published by the 
lecturer rather than to his/her intellectual ability. 
13.5 SUMMARY 
Pine University is an old large university with an international reputation for its 
research. The department of accounting is also one of the oldest in the country, and it 
too has an international reputation for its research. It is a small, calm and friendly 
department that ratlier Uriusually does not run its own degree course. Instead, 
accounting forms a major itiput ii-i a business studies' under(Yraduate degree course, and 
this is run by another department. Accounting is also taught on a number of other 
degree courses througliout the Liiiiversity. 111) 
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These arrangements have considerable advantages for the department, because it 0 11-D 
means that it is not heavily involved in course administration. The class contact hours 
of the staff are low (part-time staff are employed if the hours appear to be getting out- 
of-hand or if additional specialist lielp is required), t1leir administrative duties are 
minimal, and consequently tliey licave plenty time for research. 
Although in accounting ternis the department has a good research record, it is only Z 
moderately successful when compared with other departments in the university. This 
might indicate that the staff were under some pressure to improve their research rating, 
but this was not apparent to me on any of my visits to the department. 
The investi 
4 gations carried out at 
Pine proceeded extremely smoothly,, largely due to 
the head of department who took personal responsibility for making most of the 
administrative arrangements. Eight staff were interviewed, including a senior academic 
(who had overall responsibility for the department), and two eminent part-time 
lecturers. Teaching was generally defined in terms of class room performance, and an 
enthusiasm for the job was seen to be the main component of good teaching. Little 
thought had been criven to the meanino of research, but one of the benefits obtained 
from being involved in it which impacted on teaching was seen to be the maintenance I=) 
of 'enthusiasm'. There was little support for the idea that students benefited indirectly 
from studying in either a department or a university that was research orientated. 
Eight students took part in two separate repertory grid sessions, and although there 
were a few suggestions that research did play some part in their assessment of good ID CID 
and bad teaching, it was not a significant factor. 
I was allowed to consult all of the documentation that was available in the department, 
but as so little was kept, it was not of much help. Pine's accounting department 
certainly did not appear to one that involved itself in much paper-work. A few useful 
background ideas were obtained from few docurnents were kept, but they did not add 
a great deal to what had corne out of the interviews with the staff 
This turned Out to be one of the most significant of all the case studies. The most 
important suggestions appeared to relate to the idea that research gave a more critical 
perspective and a greater Hisight ii-ito what was taught. These are themes that will be 
taken up in the next two clic-cipters. 
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CHAPTER 14 
DISCUSSION 
14.0 INTRODUCTION 
The previous five chapters have surnmarised the case studies undertaken at Ash, 
Cedar, Elm, Oak and Pine Universities respectively. Apart from outlining the 
procedure adopted in conducting each case study, the chapters have highlighted the 
main themes that have arisen out of both the staff and student interviews. These 
chapters did not, however, attempt to answer the research questions and hypotheses 
posed in Chapter 5 (Sections 5.3.4 and 5.3.5), other than to indicate various interesting 
points that appeared relevant to the main purpose of the study. This meant that it has 
not yet been possible to arrive at any overall assessment of the results. 
The main aims of this chapter are to bring together all the various issues that have II 
arisen out of the study, and to corne to sorne conclusions regardino- the relationship 
between accountin research and undergraduate teaching. 9 1--') 
The chapter is divided into fOL11- main sections. Section 14.1 analyses the views of the 
staff, while Section 14.2 the views of the students. Section 14.3 provides a 
comprehensive analysis of all the data, and Section 14.4 provides a summary of the 
chapter. 
14.1 ANALYSIS OF THE STAFF INTERVIEWS 
14.1.1 Background 
Chapter 6 included an outline of the procedure adopted in carrying out the 49 semi- 
structured interviews with various academic staff in five university accounting 
departments. Five main thernes arose fi-om those interviews viz: 
1) What is meant by teachln(. );? 
What is meant by good teaching? 
What is the definition of research9 
What direct benefits does research give to teaching? Cý 
5) Do students benefit indirectly from studying in a research environment? 
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Chapter 6 also included an explanation of how the study was operationalised and the 
data analysed. 
14.1.2 Teaching 
Most interviewees had not thought very much about what was meant by 'teaching'. 
They all had been employed as 'lecturers', and yet they tended to talk in terms of their 
'teaching' duties. Until they were questioned further about such duties, most lecturers 
only described them in terms of the preparation and delivery of material to students in 
lectures, tutorials, and workshops. Many interviewees needed to be reminded about 
the setting and marking of assignments and examination papers. It was only when they 
were asked what they believed should be taken into account in judging their 
performance as a 'teacher, that other more wide-ranging duties were mentioned. 
When they were prompted, reference was made to Such duties as giving advice to 
students, and playino an active role in depai-ti-neiital and university administration. 
It has been possible to surninarise the description of the teaching duties as described in 
these interviews under 22 general headings. However, as twelve of them were 
mentioned less than seven times each, it is proposed to concentrate on the ten most 
significant iterns. The details are surnmarised in Table 14.1. 
TABLE 14.1 
MAIN TEACHING DUTIES AS IDENTIFIED IN THE STAFF 
INTERVIEWS 
TIMES 
DUTY RANK MENT- 
ORDER IONED 
N 
Ia Giving lectures 1 39 
2b Holding tutorials 2= 37 
3a Giving advice to students about the subject or the 2= 37 
course 
le Setting and markin-g case studies, assessments and 4 25 
assilgnments 
3b Advising Students on personal matters 5 
'15 If Settina and marking It) , exami iation papers 
6= 14 
Ig Conducting serninars 6= 14 
2a Preparing for classes 8= 10 
2c Activating entliusiasm, interest and motivation in 8= 10 
the course or the subject 
- 2b Passing on knowledge and information 10 
r 9 
* Based on the number of times mentioned. For further details about the 
classification see Appendix 6.6. 
(Source: Lecturers' interviews) 
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As can be seen from Table 14.1, three out the ten items listed (la: lectures; 1b. 
tutorials-, and Ig- seminars) are the main vehicles by means of which the lecturers 
contact and communicate with the students. Two duties deal with assignment and 
examination work (I e: setting and markino, case studies, assessments and assi nments; Z) 9 
and If setting and marking examination papers). Two deal with on advising students Z) (3a: giving advice to students about the subject or the course; and 3b: advising 
students on personal matters). Three class-related duties also feature in Table 14.1 
(2a: preparing for classes- 2b: passing on knowledge and information; and 2c: It) 10 C) 
activating enthusiasm, interest and motivation in the course or the subject). 
All of these activities are, therefore, very closely related to dealing with students, and 
none of thern appears to have much to do with research (a duty mentioned by just two 
lecturers). The main duties identified are perhaps not surprising. Dealing directly with 
students provides a basic structure to the working week for most lecturers. Their 
work is dominated by having to prepare for classes, mark assignments and deal with 
students' queries. Other tasks are perhaps much less formalised, and they are not as 
apparent or as immediate. Hence it was only when they are asked about other duties 
that they remembered that flicir role was much broader and wider than simply acting as 
a facilitator for the acquisition of information. 
14.1.3 Good teachin 
Practically all of the interviewees found it very difficult to advance a definition of 
'good' teaching. Most of them were extremely hesitant, and many of the responses Z) 
were somewhat incoherent. As explained in Chapter 6, it has been possible to 
summarise their responses by using the sarne classification system as that adopted for 
analysing the students' repertory grids. The results are shown in Table 14.2 overleaf. IZ 
Table 14.2 shows the rank order of such characteristics in four columns. The 
information was compiled in two stages. Columns (a) and (b) relate to Stage 1. This 
stage involved counting the number of times a factor had been mentioned by each Cý 
lecturer, and then obtainm(gy a combined total for all 49 lecturers. Columns (c) and (d) I 
relate to Stage 2. As some lecturers tended to repeat the same thing in different I 
words, there was an element of dOUble-counting. In order to avoid this problem, 
column (d) is restricted to one entry for each characteristic for each lecturer. As can 
be seen from the table, there is very little difference in the overall ranking, the main 
variation being that 'concern and respect for Students' is 5th equal in column (a), but 
drops to 9th equal in column (b). 
The table does not have, of course, any statistical significance: all it does is to give an 
indication of the importance that this particular group of lecturers placed on various 
characteristics that they identified as being inherent in good teaching. Indeed, as 11 Z: ) It: ) 41D 
out of the 19 characteristics received less than 10 mentions in total, it would be 
preferable to concentrate on the first eight items shown in column (a). Clarity and Z-. 
understanding was mentioned 25 times, knowledge of the subject matter was 
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mentioned 22 times, and Stimulation of interest was mentioned 19 times. There was 
then a substantial gap between these items and the next five. Preparation and 
organisation was mentioned 12 times, wl-ifle enthusiasm for the subject and for 
teaching, the usefulness and relevance of material, the encouragement of independent C) C) thought, and concern and respect for students were all mentioned II times each. 
TABLE 14.2 
CHARACTERISTICS OF GOOD TEACIIIING: THE LECTURERS'VIEWS 
LIMIT ON 
CHARACTERISTIC RANK TIMES RANK TIMF-S 
ORDER MENT- ORDER MENT- 
IONED IONED 
(a) (b) (c) (d) 
N N 
6 Clarity and 1 25 1 22 
understanding 
3 Knowledge of the ID 22 2 18 
subject matter 
I Stimulation of interest 19 16 
5 Preparation and 4 12 4= 10 
organisation 
2. Enthusiasm for the 5= 4= 10 
subject and for teaching 
10 Usefulness and 5= 4= 10 
relevance of material 
17 Encouraaement of 5= 4= 10 
independent thought 
18 Concern and respect 5= 11 9= 8 
for students 
9 Clarity of objectives 9= 9 7 
and requirements 
19 Availability and 9= 9 8 8 
helpfulness 
7 Elocutionary skills 11 8 9= 8 
16 Questions and 12 6 12 6 
discussions 
4 Intellectual 5 14 4 
expansiveness 
8 Sensitivity and 5 5 
concern over progress 
14 Classroom 15 15 3 
management 
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12 Difficulty and 16= 2 16= 2 
workload 
15 Feed-back 16= 2 16= 2 
11 Usefulness of flie 18= 1 18= 1 
teachincy methods and I-) 4- 
the use of teacl-iing aids 
13 Evaluation of 18= 1 18= 1 
students 
Note: columns (a) and (b) represent the total number of times mentioned by each 
lecturer. Columns (c) and (d) are based on one mention per lecturer. For a 
detailed description of the cliaracteristics see Appendix 6.7. 
(Source- Lecturers' interviews) 
As far as this group of lecturers is concerned, therefore, the main elements inherent in Z) 
good teaching were considered to be. clarity and understanding, a good knowledge of Z) C) 
the subject, and an ability to make the subject interesting. They also considered it I desirable that the material should be well organised and prepared, relevant, and C delivered enthusiastically. Furthermore, the students ought be encouraged to think for 
themselves, and the lecturer should seek to establish good relations with them. 
These findings are very similar to the views of Badger (1985) reported in Chapter 2 0 I=> (Section 2.6), and they complement the findings obtained from many of the surveys 
reviewed in Chapter 4 based on student ratings [see, for example, Feldman (1987) in 
Section 4.3.3, and Bell et al ( 1993)) in Section 4.3.4]. 
14.1.4 Research 
The case studies produced some wide-ranging views of what was meant by research. Z- These varied frorn basic preparation for a lecture or a tutorial to a search for new 
knowledge. When all the interviews were subject to data analysis it transpired that 
there was a fairly general consensus. A sLimmary of the interviewees' responses is 
shown in Table 14_3 overlecif 
The Table has been compiled using two bases. Columns (a) and (b) represent the total 
number of times lecturers identified different types of research. As some of them, 
however, tended to give a similar definition several times, columns (c) and (d) have 
been prepared by limited a definition of each category to one mention per lecturer. In 
terms of rank order, the results are almost identical. Technical -oriented scholarship 
(Category 2a) receives the third highest total number of mentions and class preparation 
of a general up-dating natUre(Category 5b), the fourth highest, but these positions are 
reversed if the number of nientions is liniited to one per lecturer. 
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TABLE 14.3 
TYPES OF RESEARCH: T14E LECTURERS'VIEWS 
LIMIT ON 
CATEGORY RANK TIMES RANK TIMES 
ORDER MENT- ORDER MIENT- 
IONED IONED 
(a) (b) (c) (d) 
N N 
Ia Original 1 59 1 41 
investigations: pure and 
applied 
2b Scholarship- 7 3 2 30 
literature- based 
2a Scholarship: 12 4 9 
technical orientated 
5b Class preparation* 4 11 10 
general up-dating 
-3a. 
Consultancy: 5 8 5 8 
substantive, high level, 
and non- routine 
3b Consultancy- non- 6 7 6 7 
substantive, low level, 
and routine 
4a Private practice- 7= 4 7= 4 
substantive, high level, 
and non-routine 
4b Private practice: 7= 4 7= 4 
non-substantive, low 
level and routine 
5a Class preparation- 9= 2 9= 2 
regular and routine 
6a Short course work 9= 2 9= 2 
beyond normal teaching C) 
duties 
Note. columns (a) and (b) represent the total number of times mentioned by each 
lecturer. Columns (c) and (d) are based on one mention per lecturer. For a 
detailed description of the categories see Appendix 6.8. 
(Source: Lecturers' interviews) 
It is clear that most interviewees thought of research in terms of an original I-) 
investigation as a search for new knowled(ge and new ideas, whereas scholarship was 
regarded as being more in the 11atUre of a study of the academic literature. These 
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findings are not reflected in most previous studies, because as argued in Chapter 4 4 (Section 4.1) most investigations into the belief about research and teaching tend to 
take the definition of research (and for that matter teaching) for granted. 
14.1.5 The direct benefits 
During the interviews, lecturers were pressed to justify the views that they gave in 
support their belief about research and teaching. As a result, it has been possible to 
extract and surnmanse a misiderable number of reasons why they were able to argue 
that there was such a relationship. Their reasons are surnmarised in Table 14.4 below. 
TABLE 14.4 
THE DIRECT BENEFITS RESEARCH PROVIDES TO TEACHING: THE 
LECTURERS' VIEWS 
RANK TIMES RANK LIMIT ON 
BENEFIT ORDER MENT- ORDER TIMES 
IONED MENT- 
IONED 
(a) (b) (c) (d) 
N N 
3b Critical perspective: 25 2 18 
questionin()- approach 
Ia Material - additional 2 23 22 
material and examples 
4a Personal benefits: 19 3 15 
interest 
4b Personal benefits- 4 18 4= 14 
enthusiasm 
2c Lecturer's 5 17 4= 14 
knowledge- up to date 
4c Personal benefits. 6 15 6= 11 
authority and credib 
2a, Lecturer's 7 14 6= 11 
knowledge: better 
informed 
3a Critical perspective- 8 9 8 8 
ideas/thinking 
Ic Material: wider 9= 7 6 
areas/views 
2b Lecturer's 9== 7 9= 7 
knowledge: wider, 
more balanced 
Personal benefits- 9= 7 9= 7 
f-fulfilment 
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4f Personal benefits: 9= 7 11 6 
confidence 
2d Lecturer's 6 11= 6 
knowledge- skill 
(project work) 
2e Lecturer's 14 5 14 5 
knowledge- practical 
experience 
Ib Material, up to date 15= 4 16= 3 
4d Personal benefits: 15= 4 15 4 
career development 
4h Personal benefits- 15= 4 16= 3 
presentation 
4g Personal benefits: 18 2 18 2 
organisation 
Note: Columns (a) and (b) represent the total number of times mentioned. 
Columns (c) and (d are based on one mention per lecturer. For more information 
about the benefits see Appendix 6.9. 
(Source- Lecturers' interviews) 
Some of the lecturers tended to repeat an identified benefit of research in several 
different ways. Thus as can be seen fi-orn Table 14.4, there is a slight re-ordering in the 
rank order of items when the total number of the number of mentions of each item is 
restricted to one per lecturer Instead of using the overall total of mentions. 
Nonetheless, irrespective of which total is used, the three most significant benefits of 
research as identified by this groLip of lecturers are- (1) it brings a more critical and 
questionin(: ), approach to teaching, (2) it provides additional material and examples; and 
(3) it helps to maintain the personal interest of the lecturer. 
The list of items shown in Table 14.4 is quite a wide ranging one. Many of the items 
(especially the personal benefits) are very similar and difficult to distinguish separately, 
and some only received a small number of mentions. Table 14.5 (overleaf) is a 
summary, therefore, of the data contained in Table 14.4 under just four broad 
headings: personal benefits, the lecturer's knowledge, the material used in classes, and 
a critical perspective. 
The table again provides a rankjn(, i,, system based on the total number of mentions, and I 
on the total wlien eacli identified benefit is restricted to one mention per lecturer. 
When the number of mentions is restricted, material for classes has a slight edge over a 
critical perspective, otherwise there is no change in the order of the categories. 
It is quite clear from the information shown in the table that the main reason why 
lecturers believe that research may benefit their teaching is the personal effect that it 
has on them ie, they believe that it reinforces or enhances their interest in teaching, it 
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makes them enthusiastic for it, it gives them confidence, and they feel to have some 
credibility. These benefits are not to be dismissed lightly, although it is odd that in 
order to make their teaching enjoyable, sorne lecturers need to be involved in 
something else. Other benefits would appear to be much less significant ie, they 
believe that research enhances their knowledgeable, it provides them with material for 
their classes, and they think that it makes them adopt a more critical and questioning 
approach to their work. 
TABLE 14.5 
SUMMARY OF THE DIRECT BENEFITS RESEARCH PROVIDES TO 
TEACHING: THE LECTURERS' VIEWS 
CATEGORY RANK TIMES RANK LIMIT ON 
ORDER MENT- ORDER TIMES 
IONED MENT- 
IONED 
(a) (b) (c) (d) 
N N 
4 Personal benefits 1 76 1 35 
2 Lecturer's knowledge 2 49 2 30 
I Material for classes -34 
3 25 
3 Critical perspective 3= 34 4 23 
Note: Columns (a) and (b) are based on the total number of time mentioned. 
Columns (c) and (d) are based on one mention per lectu rer. For more information 
about the categories see Appendix 6.9. 
(Source- Table 14.4) 
These findings complement many of the assertions made about the impact of research 
on teaching, and whicli were reviewed in Cliapter 2. For example: C) 
the Robbins' Committee (Committee on Hi0her Education, 1963), thought that C) 
research advanced teachers' (-: 1)eneral knowledge, and provided them with additional 
material, 
* the CNAA (1984) believed that research kept staff up to date, as did the PCFC 
(1990)1 
the UGC (1984) argued that it was StiMUlating for students to be taught by 
researchers; and 
* HMI (DES, 1989a) asserted that a researcli involvement enabled teachers to 
speak 
with authority. 
217 
Various individuals have argued that research provides some personal benefits for 
researcher which spill over into their teaching. For example: 
* Avoidance of boredom (Seiler and Pearson, 1986); 
Maintenance of enthusiasm (Abelson, 1967, Ash, 1991), excitement (Horlock, 
1991), and mental alertness (Benke and Herrnanson, 1987). 
While all of the benefits identified in the case studies are probably valid, it does not 
necessarily follow that research is the only way that it is possible to take advantage of 
them. This is a therne that will be taken up later in the chapter. 
14.1.6. The indirect benefits 
Most of the lecturers interviewed did not accept that students benefited indirectly from 
studying in a research based environment. Perhaps this is not surprising, since only 
two of the five universities visited Could be regarded as having a strong research 
culture. It would be difficult, theFefore, for researchers in the other three departments 
to have any experience that would lead thern to support the belief As there was so 
little support for the idea, it was irnpossible to subject the data to any meaningful form 
of analysis. However, sonie of the arguments put forward in support of the belief were 
as follows- 
1) Staff in a research based department are much more aware of the need to 
consider alternative points of view. While this may be true, it could be something that 
the students do not consciously perceive, in just the same way that it may be difficult 
for them to judge the extent of a lecturer's knowledge. 
2) The air of excitement in a department where the staff are discovering new 
knowledge is communicated to the students, and this gives them greater motivation for 
their own studies. It is not clear whether students ARE affected by a general 'air of 
excitement' in a department or indeed whether this is possible in an accounting 
department because there may be no tangible evidence such as to be found (say) in a 
chemistry laboratory. 
3) The experience gaiiied in doin(y research is useful in assisting students with 
their dissertations. This is probably true, but many staff in the new universities have to 
supervise undergraduate dissertations even though they themselves have no experience C) "-!: I 
of research. In any case, It is not clear why this should be regarded as an fNDIRECT 
benefit. 
The questions posed in the case studies about the indirect benefits of research did not 
provide much evidence in support of the belief This findin,, a is supported by Volkwein 
and Carbone (1994). As reported in Chapter 4 (Section 4.3.3), their results showed 
that a vigorous departmerital research orientation by itself was neither beneficial nor 
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detrimental to the acadernic experiences Of Students (p. 162), although when a strong 
research climate was combined xvith attention to teachincy responsibilities, it did have a 
beneficial influence on the acadei-nic inteuration and intellectual growth of 1ý1 
undergraduate majors (p. 163). They also suspected that in respect of the university as 
a whole, a vigorous carnpus research culture by itself was neither beneficial nor 
harmful to students (p. 163 )). 
The results obtained from this American study may not, of course, be true of the 
United Kingdom, but the evidence obtained from the case studies does indicate that I there might be some validity in their argument. I- 
14.2 ANALYSIS OF TUIE STUDENT INTERVIEWS 
14.2.1 Background 
Two major analyses arose Out of the repertory grid sessions. The first analysis enabled 
an assessment to be made of whether the students perceive there to be any difference 
between good accounting teachers and good teachers in other subjects. This 
assessment Could only be done in respect of Cedar, Elm, Oak, and Pine Universities, 
because it was only after the completion of the pilot study at Ash University that an 
additional three elements were added to the grids. These extra elements related to 
good, poor, and helpful teachers in other Subjects. 
The second analysis involved the exti-action of the students' constructs (including the 
two partially completed cynds at Elm). This then enabled an assessment to be made of t) 
what characteristics students thought made a good teacher. Zý ZI-) 
14.2.2 Good teachers 
As explained in Chapter 6 (Section 6.33.33) the ratings given by each of the students to 
each of their consti-Licts were extrccicted and totalled (after allowing for the inversion of 
positive and negative conStI_LICt poles). Thus if the students thought that there was 
little difference between a good accoLintitig teacher and a good teacher in another 
subject, then the score for the element SLIch as- 'someone who I think is a good 
accountin 'g 
teacher' OUCTht to be the same as the score for- 'a teacher in another subject 
who I think is a good teacher'. The way that the data have been compiled means that 
the lower the score the better the teacher. The results are shown in Table 14.6 
overleaf 
The Table gives strong support to the idea that the discipline is unimportant in 
determining whether someone is a good, helpful or poor teacher. Good accounting 
teachers and good te, -ichers in other sLibjects have a very similar score (662 compared 
with 632), as have helpful teachers (730 compared with 694), and also poor teachers 
(1,219 compared with 1,326). The scores shoNvn in the table are not in themselves 
important, and they have no statistical validity. They are merely an INDICATION of 
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the views of students in four university accounting departments. The departments 
were not randornly selected, the number Of Students taking part from each department 
were different (not all of wl-ioni were randornly selected), and they produced varying 
numbers of constructs. 
TABLE 14.6 
TYPES OF TEACHERS CONTRASTED 
UNIVER- GOOD POOR HELPFUL GOOD POOR HELPFUL 
SITY ACCOUN- ACCOUN- ACCOUN- OTHER OTHER OTHER 
TING TING TING SUBJECT SUBJECT SUBJECT 
TEACHER TEACHER TEACHER TEACHER TEACHER TEACHER 
N N N N N N 
Cedar 248 494 305 2 3) 5 519 256 
Elm 60 '36 82 33 
Oak 171 18-) 150 355 205 
Pine 212 329 206 214 370 200 
Totals 662 1,219 7 30 6_32 1,326 694 
(Source- Students' construc 
In order to make the relationships easier to follow, some of the data shown in Table 
14.6 have been put into ratio format. The results are summarised in Table 14.7. 
TABLE 14.7 
TYPES OFTEACHERS CONTRASTED IN RATIO FORMAT 
UNIVERSITY GOOD POOR HELPFUL 
ACCOUNTING/ ACCOUNTING ACCOUNTING 
GOOD OT14ER TEACHER/POOR TEACHER/ 
SUBJECT OTHER HELPFUL 
TEAC14ER SUBJECT OTHER 
TEACHER SUBJECT 
TEACHER 
Cedar 1.06 0. ar, 1.19 
Elm 0,94 0.73 1.09 
Oak 1.14 0.92 0.89 
Pine 0.99 0.92 1.033 
Average 1.05 0.92 1.05 
(Source: Table 
A ratio of 1.1 would indicate that the scores included in the 
denominator were identical. As can be seen from the table, 
relationship between all of the items, 
numerator and the 
there was a close 
good accountin-gy teachers and good teachers in other subjects (1.05.1); 
220 
2) poor accounting teachers and poor teachers in other subjects (0.92: 1); and 
3) helpful accounting teachers and helpful teachers in other subjects (1.05: 1). 
In addition to the information shown in Table 14.7, there was also a fairly close 
correlation between (a) good accounting teachers and helpful accounting teachers 
(0.9 1: 1); and (b) good teachers in other subjects and helpful teachers in other subjects 
(0.92: 1). Thus it would appear that the students did not perceive there to be much 
difference between good teachers and helpful teachers. As mi(Yht be expected, I a) however, when good accOUntinG teachers were compared with poor accounting In C) teachers, the relationship was much weaker (0.54: 1). A similar weak relationship also 
applied when good teachers in other subjects were compared with poor teachers in Z: ý 
ot her subj ect s (0.4 8-I). 
Although there were some difference when the universities were compared on an 
individual basis, the overall relationships still held good. The one exception being at C) 
Elm University where the relationship between poor accounting teachers and poor 
teachers in other subjects showed a relationship of 0.733.1. However, as Elm's data 
only included two students, not niuch can be read into the results. 
The overall conclusion fi-om these findings is that students do not perceive that there is 
any difference between what makes a (Yood accounting teacher and what makes a good 
teacher in another subject. Similarly, no real differences occur between helpful 
accounting teachers and helpful teachers in other subjects, or between poor accounting C teachers and poor teachers in other subjects. 
Thus all of the results are consistent. It would appear that what students look for in a 
GOOD accounting teacher they also look for in teachers of other subjects. This 
conclusion adds some wei(: ), ht to the point raised by some of the staff who were 
interviewed. When they were asked 'what makes a good accounting teacher? ' many of ZI them objected to the Inclusion of the word 'accounting', as they thought that the I 
characteristics of a good teacher were the sarne irrespective of the subject. 
14.2.33 Characteristics inherent in cyood teachin 
The method used to analyse the Student's constructs was described in Chapter 6 
(Section 6.3.3)). A summary of the results is shown in Table 14.8 below. 
TABLE 14.8 
CHARACTERISTICS OF GOOD TEACHING: THE STUDENTS'VIEWS 
RANK TIMES RANK LIMIT ON 
CHARACTERISTICS ORDER MENT- ORDER TIMES 
IONED MENT- 
IONED 
(a) (b) (c) (d) 
N N 
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I Stimulation of interest 1 3 5) 1 30 
19 Availability and 2 4) 2= 28 
helpfulness 
3 Knowledge of the 38 2= 28 
subject matter 
6 Clarity and 38 5= 23 
understanding 
5 Preparation and 5= 36 4 25 
organisation 
18 Concern and respect 5= 36 5= 23 
for students 
8 Sensitivity and 7= 29 7 22 
concern over progress 
16 Questions and 7= 29 8 20 
discussions 
7 Elocutionuy skills 9= 3 23 10 17 
11 Usefulness of 9= 23 9 18 
teaching methods and 
the use of teaching aids 
10 Usefulness and 11 18 11 15 
relevance of material 
2 Enthusiasm for the 12 14 12 14 
subject and for teaching 
12 Difficulty and 12 13= 9 
workload 
14 Classroom 14 10 1 9 
mana-cy gement 
4 Intellectual 15 9 13= 9 
expansiveness 
17 Encoura(Yement of 16 5 17= 3 
independent thOLKY11t 
15 Feed-back 17 4 16 4 
13 Evaluation of 18 17= 3 
students 
Note: columns (a) and (b) represent the total number of times similar constructs 
were mentioned. Columns (c) and (d) are restricted to one mention per student. 
For further details of the classification system see Appendix 6.7. There were no 
recordings for 9- clarity of coLirse objectives and requirements. 
(Source: Students' constructs) 
Columns (a) and (b) of Table 14.8 show details concerning the total number of 
constructs obtained from the students' repertory grids. However, it is possible that just 
a few students prodUced a nLii-nber of sMillar constructs that were hardly mentioned by 
other students. This COLIld then present an Linbalaiiced picture of student views. 
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Columns (c) and (d) show the results, therefore, when the number of times a particular 
construct is recorded is restricted to one mention per student per category. Although 
there are some minor changes in the order of the characteristics, there is very little 
change in the rank order irrespective of which measure is used, especially of the six 
most important characteristics. These were- were- stimulation of interest, availability 
and helpfulness, knowledge of the sLibject matter, clarity and understanding, 
preparation and organisation, and concern and respect for students. 4- 
Overall, the results frorn this study are fairly consistent with the findings of a number 
of other researchers eg, Hooper and Page (1980), Marsh (1987), Feldman (1976), and 
CHES (1993). 
As far as this study is concerned, it would have been useful to have been able to ladder 
down by asking 'how' questions in eliciting further information from the students' I=> 
constructs, because it was not always clear what they meant. For example, the most 
important factor listed is 'stimulation of interest', and it would have been helpful to 
know how good teachers stimulated the interest of their students. Some clues were 
available when the data were inspected more closely eg, humour (in one form or 
another) was mentioned 14 times. This accords with Powell and Andreson's research 
(1985) which suggested that if humour is not used to excess, it can increase attention 
and interest. 
It is clear from Table 14.8 that as far as these students were concerned,, the first six 
items were the most significcint factors that they perceived to be inherent in good 
teaching, with a further four items scoring quite strongly. It would now be interesting 
to compare them with the lecturers'views. This is done in Table 14.9 overleaf 
It would appear frorn Table 14.9 that there was considerable agreement between the 
lecturers' and the students' views about the characteristics inherent in good teaching. 
Five of the first eight items featuring in the lecturers' list, also appear in the students' 
list. The students did not, however, rate three of the items as highly as did the 
lecturers: enthusiasm for the Subject and for teaching, usefulness and relevance of the 
material, and encouragement of independent thought. By contrast, the students also Z- Z> 
rate availability and helpfulness much more highly than did the lecturers. 1) 
As far as enthusiasm for the subject and for teaching is concerned, there could be some 
confusion with stimulation of interest (which the students ranked first). It appears 
reasonable to assurne that if lecturers can stimulate the interest of the students in the 
subject, then they must be able to give an impression that they are reasonably 
enthusiastic about it. The students may not, however, be in a position to judge 
whether the material presented to them is useful and relevant, or whether they are 
bein encouraged to think for thei-nselves. 9 C) 
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TABLE 14.9 
CHARACTERISTICS OF GOOD TEACMING: LECTURERS'AND 
STUDENTS'VIEWS COMPARED 
CHARACTERISTIC RANK ORDER 
LECTURERS STUDENTS 
6 Clarity and understanding 1 3= 
3 Knowledge of the subject matter 2 
I Stimulation of interest 
5 Preparation and organisation 4 5= 
2 Enthusiasm for the subject and 
for teaching 
5= 12 
10 Usefulness and relevance of 
material 
5= 11 
17 Encouragernent of independerit 
thought 
5= 16 
18 Concern and respect for 
students 
5= 5= 
19 Availability and helpfulness 9= 2 
(SoLirc. es. Table 14.2 and Table 14.8) 
Thus it is perhaps not surprising that these three factor are replaced in the students' list 
by availability and helpfulness (which the students ranked 2), sensitivity and concern 
over progress (ranked 7= by the students), and questions and discussions (also ranked 
by the students as 7=). These are matters which they can judge and over which they j 
might have some personal experience. They know whether lecturers are available, and 
whether they are helpful. This factor also complements the characteristic 'sensitivity 
and concern over procyress'- do lecturers really CARE about the students and how they 
are getting on? Likewise, the way in which lecturers question students is also 
indicative of how they view them: syrnpathetic lecturers will ask questions of all the 
class, they will handle the students' responses sensitively, and they will deal with the 
students as mature and sensible adults. 
The differences between the lecturers' and the students' groupings do, therefore, 
appear to reflect the different perspective from which lecturers and students must 
inevitably view the teaching process. Indeed, it would have been surprising if the 
results had been identical. The fact that they are slightly different in areas where 
lecturers and students are bound to have a different perspective, gives some support to 
the findings. 
14.3 COMPREHENSIVE ANALYSIS 
14.3.1 The method 
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This section attempts to ans\ver the basic research questions and hypotheses by 
drawing together all of the material presented so far. Section 14.1 summarised the 
lecturer' definitions, and descriptions of teaching, good teaching, research, and the 
direct and indirect impact that research may have on teaching. Section 14.2 examined 
the students' perceptions of good teaching. If good teaching is dependent upon an 
active involvement in research, then it can be hypothesised that there must be some 
factor (Factor X) unique to the research process which ensures that an ordinary 
teacher becomes a good one. It may well be that an active involvement in research is 
an essential ingredient in such a process, but it is equally possible that the benefits may 
be gained by other means. 
In order to isolate Factor X, therefore, it is proposed to examine the benefits that 
research is thouglit to provide to teaching, and assess whether they can be obtained 
through other means. If it appears likely that this is possible, then such benefits will be 
excluded from the analysis. Those benefits that have not been excluded by this process 
may then be regarded as unique to research. However, it will then be necessary to 
assess their overall impact on teachingf, because although they may be unique, they may 
be relatively insignificant. 
14.3.2 The benefits cappraised 
14.3.2.1 Introduction 
The evidence presented in Sections 14.1 and 14.2 showed that there was a great deal 
of agreement about the characteristics of good teaching. As some of the 19 categories 40 1ý 
used in classifying the data are similar, it will be convenient to examine them in groups. 
Throughout the diSCLISSIOII, frequent comparisons will be made with Feldman's meta- 
analysis (1987) [reviewed in Chapter 4- Section 4.3.3], as his comprehensive survey of 
a number of American studies (albeit using different research methods) enables some 
useful comparisons to be made with this project. 
14.3.2.2 Knowledge 
This grouping, includes: (3) knowledge of the subject matter; (10) usefulness and 
relevance of the niateriat (11) usekness of die teaching methods and the use of 
teaching aids. 
Knowledge was regarded as a major benefit that research may bring to teaching in 
many of the studies reviewed in earlier chapters [eg, Committee On Higher Education 
(1963); Council for Scientific Policy (1971); SED (1985); PCFC (1990); DES (1989a, 
1990b, 1990c, 1990d), Horlock (1991)]. In particular, Feldman (1987) discovered 
that research prodLICtIVity did have a positive influence on knowledge of the subject (r 
0.21, but that the effect was smaller for the value, relevance and usefulness of the 
course material (r = 0.06), and supplementary materials and teaching aids (r = 0.08) 
[p. 
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242]. Bell et al (1993) , ilso found that the strongest positive associations were 
between research productivity and instructor preparation, instructor knowledge of the 
subject, and breadth of coverage (p. 43)). 
The knowledge factor has also featured prominently in this study. An essential element 
in any research project is, Of COLirse, to find out what has been done before, and what 
is happening at the moment. This rneans perusing the existing literature, and keeping C4 in touch with other academics e0r, by attending conferences and seminars. C) ZID 
It appears reasonable to assume, therefore, that teachers who are engaged in research 
will be keenly aware of and keep up to date with the latest developments in their 
subject. However, while this assertion may well be true, there are a number of 
problems and issues that arise fi-orn it. Research may, for example, ensure that 
lecturers do keep up to date with developments in their research field, but not all 
lecturers necessarily teach and research in the same areas. In any case, a research area 
will almost certainly be much narrower than most lecturers' overall teaching 
commitments, and it would be dIffiCLI]t (if not impossible) to 'keep up to date' with all 
of them. As Bandy (1994) pointed out, although AC Littleton (a well known and 
highly respected American academic) had claimed sometime in the late 1940s that he 
had read everything that liccid been published in accountin(ly, it would not be possible to Z- I 
make such a claim today, because of the agrowth in the enormous amount of 
information that is now generally available (p. 427). 
The phrase ' keeping up to date' also causes some problems when it is related to 
accounting, It can, in fact, have two distinct meanings- Z) Z) * 
1) Theoretical knowledge. 
C 
The first meaning might be ternied 'theoretical knowledge', and it would relate to the 
discovery and formulation of new accounting knowledcre and new ideas. It is possible C C) 
that these might be so significant that existing knowledge becomes out of date. In Z: > 1-: ý CP 11-1) 
these circumstances, It would be difficult to regard lecturers who were unaware of new 
developments as being 'effective' teachers. However, it is not clear why it is necessary 
for lecturers to be discovering new knowledge and formulating new ideas for 
themselves before there is a benefit to their teaching. It might be sufficient, for 
example, for them simply to be aware of and to be familiar with new discoveries which 
they might obtain from reading widely. 
Boyer (1990) also i-nade this point. He argued that 'keeping in touch' usually meant Z) 
launching new research pi-Qjects and publishing on a reoular basis. However he 
thought that it was Unrealistic to expect all faculty members to be engaged in these Z) 
activities. He suggested that 'keeping in touch should simply mean reading the 
literature and keeping well informed about consequent trends and problems (p. 27). 
Z":, 
2) Practical knowledgue 
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The second meaning that can be attached to the phrase 'keeping up to date' in respect 
of accountina may be ternied 'practical knowledge'. Frequent changes do take place in 
accounting PRACTICE (especially in auditing, financial accounting, and taxation) 
following the introduction of new legal and professional requirements. These are 
rarely brought about as a result of the discoverim: ), of new accounting knowledge, but Z. 
are required because changes take place in the economic, financial, and political 
environment that sometimes makes existing requirements obsolete eg, the introduction 
of a new form of taxation, While it is difficult to imagine that any practising 
accountant would feel 'out of date' simply because he or she did not read (still less 
contribute to) the academic journals, most accountants need to refer regularly to 
professional accountingjournals. 
The case studies produced considerable evidence supporting the view that accounting 
lecturers did not necessarily need to be active researchers in order to be either 
knowledgeable or to keep up to date. Students may not always be in a position to 
judge whether lecturers are particularly knowledgeable about their subject (especially 
that relating to theoretical knowledge), but nonetheless the 'knowledge' factor did 
come across as an important characteristic fi-om students in both strong research and 
less research oriented departments. The following extracts, for example, all came from 
students in those departments that were not particularly strong on research: 
Knows subject well. 
Up to date with information in lecture. 
Academically astute - keeps up to date on issues. 
There does not appear to be much in the argument, therefore, that accountants (at 
least) need to be INVOLVED in research in order to keep up to date (a point made by 
Centra, 198. ). p. 3388 about all teachers). There is, however, one possible indirect 
benefit that research in this context may give to teaching. An involvement in research tD I'D 
could mean that lecturers are i-nore likely to discover a considerable amount of 
GENERAL material which they can use in their teaching. This may arise simply 
because they spend more of their tirne in libraries and in going to conferences, than In 
perhaps do those lecturers who are not researchers, although there is, of course, no 
reason why non-researchers cannot also do the same. 
In summary then, it is clear that the argLit-nent that research is the only way that 
accounting teachers can l<eep up to date with either theoretical or practical knowledge 
is almost certainly not true, and therefore the 'knowledge' factor cannot be regarded as 
unique. 
14.3.2.3 Org-anisation, pýia)aration, co m i-nLI ni cation, and management 
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This grouping includes: (5) preparation and organisation- (6) clarity and understanding; 11 (7) elocutionary skills; (9) clarity of course objectives and requirements; (12) difficulty 
and workload- (14) classroorn management- and (16) questions and discussions. 1 1-: 0 1 
In his meta-analysis, Feldriiaii (1987) identified that research did have a positive 
influence oil preparatiori arid orgariisation (r = 0.19), ori the clarity of course objectives 17) 
and requirements ( r= 0.18), ori clarity and uriderstaridirig (r = 0.11), and on difficulty C 
and workload (r = 0.10), while elocutionary skills, and questions and discussions were 
unrelated to research productivity (pp. 242-244). 
These characteristics all relate to how lecturers prepare for their classes, how they 
convey to their audience what is required, how they deliver their materiaL and how 
they manage the learning process within the classroom. Hence this overall category 
goes to the heart of what 'teaching' is about. Without knowledge, lecturers will have 
nothing to convey to their students, but unless they know how to deliver it, then it will 
be almost impossible for the students to learn anything from them. As Lodahl and 
Gordon (1972) put it, "Communication is the basis of teaching" (p. 61). 4=: ) 
The actual delivery of material in a classroorn does not relate directly to an active 
involvement in research. While researcliers may need to be able to orgyanise their work 
very carefully, it does necessarily follow that this carries over into their teaching. Even 
if it did5 it would be absurd to suggest that only researchers can be organised enough 
to be good teachers. One non-researcher interviewed at Ash University, for example, 
was so organtsed that for a nuniber of years he had kept a daily record of the number 
of his in-coniingy and out-going, teleplioiie calls, and the number of visitors to his room. 
Some of his lecture niaterial was also consLilted, and as i-nicylit have been expected, this 
too was hig-hly organised. 
Confirmation about the organisational ability of lecturers in tile more teaching 
orientated departments also coiifirmed that this factor was unlikely to be unique to 
researchers. The followirig extracts from some of the students' constructs demonstrate 
this point: 
Lectures structured well (I then 2 then 33 etc. ) 
Clear and precise in explanations. 
Paced the lecture to ensure students could take notes. 
Open to suggestions. 
Can control class. 
In view of this evidence, orgaii1satloiial, preparatory and maiiao-ernent skills are clearly 
not unique to researchers, aiid therefore Factor X must be looked for elsewhere. 
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14.3.2.4 Interest and enthusiasm 
This grouping includes: (I) stimulation of interest', and (2) enthusiasm f subj ect or the 
and for teaching. 
The literature contains a nLiniber of references supporting this combination of benefits 
that arise out of a research interest eg, Freedman et al, 1979. Marsh and Overall, I=) 1 1979; Freidrich and Michalak, 1983; Seiler and Pearson, 1986; and Ash (1991). 
Feldman's study (1987) showed that small positive correlation between research 
productivity and both Stimulation of interest (r -= 0.08), and enthusiasm for the subject 
and for teaching (r == 0.09) [p. 242]. 
Lecturers may know a great deal, and they may well have put a great deal of work into 
organisincy and preparing themselves foi- their classes. They may also follow the basic C C) 
rules of speakina to an audience, foi- example, addressing the back row, maintaining 
eye-to-eye contact, modulating the voice, and remembering to pause frequently. They 
may also understand the needs and requirements of their audience. Nonetheless, 
irrespective of their skill as lecturers in all of these respects, the material may come 
across to the audience as dull and lifeless. Hence it is not surprising that students place 
a great deal of emphasis on being StilIlLilated by enthusiastic teachers. This is not easy 
in accounting, especially with students who do not have any practical experience, as it 
is difficult to relate to problems which appear to them to be largely theoretical. C 
The interviews with the lecturers showed that there were many of them who were 
extremely enthusiastic about teaChIn", and yet not all of them were necessarily engaged Cý 
in research. Some of their enthusiasm was catching, and it was difficult to imagine that 0 
it was not carried over into the classroom. Some support for this view again came 
from the students' constructs, as the following extracts (all from the new universities) 
illustrate. 
Makes you want to find Out more after his/her lecture. 
Can make a boring subject iiiteresting 
Passionate about and enjoys his sutýject. 
it follows, therefore, that an interest and an entliusiasi-n for the subject and for teaching 
is not unique to researchers. Indeed, the interviews with both the staff and the 
students made it absolutely clear that this was certainly not the case. 
However, there may be something in the ar hat an active involvement in 17) 1 gUment 
t 
research can ENHANCE or may MAINTAIN an interest and an enthusiasm for 
teachina, and this appears to be the case irrespective of whether the research is of high 
quality or low quality. The unportatit point is that research provides an OUTLET, 
and without it a number of lecturers would find teaching unbearable. Without an 
involvement in research, therefore, it is difficult to believe that such lecturers could 
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come across as 'good' teachers unless they were extremely good at hiding their real 
feelings le, they were good actors, and the'Dr Fox' effect took over (Marsh, 1987. pp. 
331-336). 
14.3.2.5 Evaluation and feed-back 
Two factors are included in this grouping: (13) evaluation of students; and (15) feed- 
back. 
Feldman (1987) did not find that Feseal-Ch productivity was related to either the 
evaluation of student or to the frequency of feedback (p. 244). 
The method of evaluatiii(y assiarimerits, the marking of exarnination papers (but 4=) C-D C) 
perhaps not dissertations), and the consequent feed-back given to students appears 
quite unrelated to research. Few students included any constructs relating to these 
categories, but the following examples are taken from students in the new universities Zll) (which were much less research oriented): 
Considers work covered when setting assessments 
Quick to return work. 
Like interest and enthusiasm, therefore, it is highly unlikely that an involvement in 
research is necessary in order to be effective and efficient in dealing with students' 
assessments, and in providing them with appropriate feed-back. However, it could be 
the case that some experience of research is beneficial in dealing with students' 
dissertation work. This was, a point made by some of the staff, especially by one of 
the senior academics at Ash University. Nonetheless, it is obviously possible to 
supervise dissertation work without having had any research experience. Most of the 
staff at Oak University, for example, were in this position. 
14.3.2.6 Availability, helpfulness, and. sensitivity 
This grouping includes three characteri sties - (8) sensitivity and concern over progress; C) (18) concern and respect for students, and (19) availability and helpfulness. 
As far as the students were concerned, these were very important characteristics of 
good teaching. They involve personal qualities which are present in some lecturers and Z 
not in others, but they hardly bear any relationship to any form of research activity. 
Indeed, it could be argued that research may make lecturers less accessible because 01- 
they become so immersed in their work that they have less time, energy, and 
consideration for the needs of their students. This may have been the experience of a 
student from Pine University, 
Available every 2nd Thursday after a Full Moon. 
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Students from the new Universities were less critical: 
Always available for help outside accounting eo", help as regards covering letters, I: ) C) C. V S. 
Approachable - willing to listen to students. 
Knows the students well and rnixes with thern, more a friend than a teacher. 
Researchers may be IIILICII more off-hand when approached, because they are thinking 
about a research problem, or it may be that they simply begrudge the time that it takes 
to deal with student queries. However, there may well be compensations. For 
example, their research experience may be particularly valuable in supervising student 
dissertations and project work, and they are likely to have much more empathy with 
the students over the types of problems that may arise, and thus be extremely 
sympathetic to student needs. 
Overall, however, it is unlikely that an active involvement in research is vital in 
ensuring that lecturers make fliernselves available, that they are helpful to students, and 
that they are sensitive to their needs. Certainly, the case study evidence did not 
suggest that active researchers were likely to be more approachable than non- 
researchers. 
This conclusion is similar to that of Feldman (1987). His results showed that active 
researchers were no more or no less likely than non-researchers to be friendly in class, 
show concern for students, encourage discussions, be open to the opinion of others, or 
to be available and helpful (p. 244). 
14.3.2.7 Intellectual curiosit 
This grouping includes two characteristics- (4) intellectual expansiveness; and (17) Cý 
encouragement of independent thought. It will be dealt with at some length, because 
of its apparent relevance in respect Of this Study. 
These are characteristics of the researclier that would appear to have some impact on 
teaching and a number of autliors and bodies [eg, the UGC (1958); Perkins (1972); 
(1986); PCFC (1990), and Kingyman (199-33)] have attempted to establish a linkage. 
Feldman (1987) found that fliere was a positive correlation between research 
productivity and intellectual expansiveness (r = 0.15), and with the encouragement of 
independent thOLICY11t as part of the ii-itelleCtUal cliallen e of the course (r = 0.09). 9 
The students' repertory grids produced nine constructs that related to 'intellectual 
expansiveness' (five fi-om the old uni\! ersities, and four from the new ones). The 
positive poll constructs may be surni-narised as follows: 
Old universities 
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Shows how subjects/areas are linked. 
Very intelligent. 
Unsubjective. 
Teachin in a subject that is evolving), 19 I-D I 
Well rounded. 
New universities 
Tau, ght on an equal basis with other subjects. 
Tended to think their Subject was the only one and hence overloaded work (the 
negative pole was- didnt really give much work, sufficient work for subject). 
Appreciate [s] their subject is not the only or main one. 
Interested in other areas of the course. 
As far as intellectual expansiveness is concerned, therefore, the evidence from the case 
studies is very limited. Clearly it is not a characteristic that is unique to the old 
universities (ie, the more research orientated ones), and it would appear that some 
lecturers in both types of universities do relate accounting to other disciplines. 
However, as it was only mentioned five times, it is clearly not a characteristic that 
appears important to the Students. 
The 'encouragement of independent thought' resulted in only four constructs. These all C) _7ý 
came from students in the new universities. This could be because that is the exception 
in the new universities, wliereas sucli an approach is the norm in the old ones. The 
positive poll constructs were as follows. - 
Academic. 
Made you think. 
Encoura(yed me to challenoe the established literature. 
Challenging in Wtorials. 41= > Z) 
It is perhaps SUI-PrISin, (, f, that so few constructs were produced under the general 
heading of 'intellectual curiosity'. As Nobes (1990) reported, university accounting 
courses have tended to concentrate on analytical and theoretical matters involving the 
study of principles eg, of how and why pallICUlar accounting practices have arisen, the 
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reasons for difference in International accountinIg practices, and the advantages and 
disadvanta(yes of accounting systems in general use (pp. 151-152). He then went on to I=> -0 CI) 
argue that such studies helped students 
to think and COMMUnicate ... to understand the context and the purposes of 
accounting, to understand why it is things are done as they are, and to anticipate ID and be adaptable to changes (p. 152). C) 
In his view, the skills needed of an accountant included- numeracy, literacy, 
presentational skills, sociabifilty, tenacity, independence, responsibility and imagination 
(pp. 128-1-3-3 
Nobes' views have been confirmed by a recent American survey (Graham, 1993). 
According to that survey, accounting employees were required to have critical and CID -n) higher level thinking and communication slýills, be able to work as team members, C 
grow professionally, maintain a positive attitude, take pride in their work, and have the 
desire to continue learning (p. 3 1). 
The question of a training in critical thinking links with the idea that an important ID 
element in being a good teacher is to be able to present a critical perspective. Are only , => C) 
active researchers, therefore, able to present a critical aspect? 
The answer to this question relates to the ideas developed in Chapter 8 (Section 8.3) 
about the two main methods of teaching adopted in accounting viz, technique-based 
and literature-led teaching g 
Assuming that accounting students need to be taught to look beyond current practices, 
then it follows that they sliould be introduced to at least some of the academic 
literature ie, they need to be tauglit using a combination of technique-based and 
literature-led teacl-iin( It seems reasonable to assume that those lecturers who are 
active researchers will find it easier to adopt 11terature-led teaching, since reviewing the 
literature forms an important part of a research project. However, while non- 
researchers may be less experienced at reading and critiquing articles, there is no 
reason why they cannot also adopt this teaching method. 
Some of the interviewees suc-q-jested that (Yood teaching involved raising doubts in the I-) It> minds of students, and encouraging thein to question what they were being taught. 
This approach requires the teachers themselves to have doubts, and they too ought to 
be asking questions, Can it be argued that this questioning process is unique to those Cý In 
who engage in research? 01- to put the question another way, are only researchers l 
capable of being intellectually CLII-IOLIS9 Z 
The case Studies did 110t hell) IIILICII in answering such questions, since the ID 
characteristic categorised as 'intellectual curiosity' did not come across very strongly. 1= There were very few references to it, although interestingly most of them came from 0 C) 
students based in the research orientated universities. It is possible, therefore, that 
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there is something in the ar(Tument, even though it is difficult to believe that this 
characteristic can ONLY be found in active researchers. Indeed, as has been seen) 
some weak evidence was fOUnd at both Ash and Cedar that 'intellectual curiosity' may 
be present in non-research orientated departments. If this is the case, then it means 
that the search must still go on for the elusive Factor X, although it is beginning to 
look as though it is not likely to be found. 
14.3.2.8 Overview 
This section has examined those six main characteristics identified by both staff and 
students as beino- inherent in (Yood teaching. The main purpose has been to ascertain 1ý I-D I, -) 
whether any of them could be Linique to research. The conclusions may be summarised 
as follows: 
Summary 
1) Knoityledge 
Direct connection, but it can be gained by other means. 
Organisalloll, preparaiion, preparation, commulucalion, and management 
No direct connection 
Interest and clahusiasm 
No direct connection. Both characteristics may be found in non-researchers 
Evaluafion alicifted-hack 
Generally, no direct connection, although it may be helpful in supervising 
dissertations 
Availabilily, helpfillness, andsensilivity 
No direct connection 
bilelleclual curiosity 
Direct connection. It rn-ay probably be found more in active researchers, but it 
is doubtful whetlier it is a characteristic that Is unique to such lecturers and that 
it is not present in at least sorne non-researchers. 
Thus only two characten sties appear to be DIRECTLY connected to research, with 
one perhaps being partly connected- 
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1) KnoivIedge 
Research may help a teacher to be more knowledgeable, but knowledge may be gained C) by other means ea, by difigent perusal of the academic and professional literature. 
2) Intelleclual curlosily 
This characteristic may maintain and enhance a lecturer's ability to adopt a critical 
perspective, but the ability to thin]< critically and to be able to ask difficult questions is 
hardly likely to be unique to those who are engaged in research. C) _n 
3) Evaluation andfted-hack 
Effectiveness in this direction is hardly likely to be confined solely to researchers, 
except that it is probably difficult to supervise and to mark student dissertations 
without having some experience of what is involved in devising and executing a 
research project. However, it is clearly not impossible as evidence from the case 
studies demonstrated. 
If this analysis is valid, therefore, then it WOUld SLI, (),, ()est that while research may help to 
ENHANCE a teacher's performance, it is also possible to obtain the benefits through 
other means. 
14.4 SUMMARY 
This chapter has brought together the material presented in earlier chapters with the 
ob . ective of answering the research questions formulated in Chapter 5 (Sections 5.3.4 j Z) 
and 5.5) viz: 
1) Is good accountin(, y teaching dependent upon an active involvement in 
research? 
2) And if so, does it apply at both an individual and at a departmental/institutional 
level? 
In attempting to answer these questions, it has become apparent that those academics C) 
who support the belief rarely define their terms. It is not clear, for example, what is 
meant by 'research', and thus it can mean anythin, (-j, f ., rorn preparing material 
for a class 
to taking part in original investigatory work. Similarly, 'teaching' is also not usually Z defined. This is an irnportant I)ohit, because the duties attached to teaching can 
include many facets, and research (however defined) may not be relevant to all of 
them. 
The 49 lecturers interviewed identified a number of characteristics of good teachers, 
the eight most important ones being: clarity and understanding, knowledge of the 
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subject matter, stimulation of interest, preparation and organisation, enthusiasm for the 
subject and for teaching, the usefulness and relevance of the material, the 
encouragement of independent thoug ght, and concern and respect for the students. 
They also identified three main types of research. original investigations of a pure and 
applied nature, literature-based scholarship, and technically orientated scholarship. 
The five main benefits that research was thought to bring to teaching were: the 1=0 adoption of a critical questioningi approach, the provision of additional materials and 
examples, the personal benefits that lecturers gained, such as interest and enthusiasm, 
and the keeping of their knowledge up to date 
Of the 19 benefits identified, it was suggested that these could be summarised under 
four main headings. In order of importance these were: I- 
1) personal benefits derived by the lecturer, 
2) an improvement and an expansion of the lecturer's knowledge, 
3) the provision of additional material for classes-, and 
4) the development and an enliancement of the lecturer's critical perspective. 
There was a close agreement about the nature of good teaching as identified by the 
lecturers and as perceived by the students. The eight factors identified with good 
teaching by the students (in order of importance) were: stimulation of interest, 
availability and helpffilness, knowledge of the subject matter, clarity and understanding, 
preparation and orcranisation concern and respect for students, sensitivity and concern 
over progress, and questions and dISCUSSIOnS. Z: ý 
The main difference between the lecturers' and the students' views was that the 
students placed 'availability and helpfulness' as the second most important factor, 
whereas the lecturers placed it in 9th equal position. 
The ratings attached to the Students' constructs were tabulated, and it was then 
possible to determine whether there were any perceived differences between good 
accounting teachers and good teachers in other subjects. The scores proved to be very ZZ 
close, and this would sug)-gest that the characteristics required of a ood teacher were 19 the same irrespective of the discipline. 
By analysing the various factors identified frorn both the staff and the student 
interviews, an assessment was made of whether any of thern could be considered 
exclusive to an active invoivernent in research activities. When judged from this point 
of view it was difficult to assert with any confidence that the identified benefits could 
not be obtained by other means. It was arizued that perhaps the one factor that came 
closest to being exclusive to research was the maintenance and enhancement of a 
lecturer's critical faculties. However, there appeared to be some limited evidence 
indicating that this factor could also be present in non-research orientated 
departments. It was postulated, therefore, that it was highly unlikely that ONLY those 1=) 
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lecturers who were involved in research could adopt a critical approach in their 
teaching. 
Thus no factor was clearly idemified that could be considered to be unique to an active 
involvement in research. This might then lead to an assumption that it is NOT 
necessary to be engaged iii research in order to be a good accounting teaching. Before 0 C) C) 
such a firm conclusion can be reached, however, the hypotheses framed in Chapter 5 
(Section 5-3.5) need to be reviewed, and the results of the study considered in a little 
more depth. This is done in the next chapter. 
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CHAPTER15 
THE OUTCOME 
15.0 INTRODUCTION 
The conclusion reached in the last chapter was that this study had not identified any 
specific factor inherent in accounting research that provided a unique (in the sense of 
necessary) benefit to teaching. In the light of this finding, this chapter reviews the 
study, and then presents soiiie SU(Y,, ý. ), estions for further research into the relationship 
between accounting research c-citid teaching. The chapter is divided into three main 
sections. Section 15.1 provides ari overview of the study. Section 15.2 offers some 
ideas for future research, wl-ii1e Section 15.33 contains some concluding remarks. 
15.1 REVIEW OF THE STUDY 
It was indicated in Chapters 2 and 3' that the belief about a necessary relationship 
between research and teaching had developed over a long period of time, and that it is In I=) 
now very firmly held by many eminent academics, both in the United Kingdom and 
overseas. However, it was not altogether clear from the material reviewed in those 
chapters why the belief becarne so firmly entrenched in higher education, and why so 
many academics becarne Such strong supporters of it, although it may have been 
because it was assumed that the qualities required to undertake research were also the 
qualities required to be a good teacher. It was also argued that it was rather surprising 
that while there had been strong support for the belief in the United Kingdom for most 
of this century, it had not been subject to any rigorous questioning (see Chapter 2: 
Sections 2.1.2.2 and 23, and Chapter 4. Section 4.2). However, this has not been true 
of the United States of America where there have been very many studies investigating 
research and effective teaching (see Chapter 4- Section 4.3)). 
The studies that have been undertaken have been mainly of a quantitative nature, and 
the research method adopted has normally been one where student ratings have been 
compared with lecturers' publication records (see, for example, Batty and Matthews, 
1988; Centra, 198. ), and Bell et al, 1993). Sometimes, a different measure or a 
combination of measures has been used in order to assess research output eg, peer 
review (Braunstein and Benston, 1973); citations (Frey, 1978); publications and 
citation counts (Rusliton et a], 1983)), - publications, research grants, conference 
attendance, attendance and participation in professional meetings, awards and prizes, 
and special recognition (Hoffi-nan, 1984), and publications and self-assessment (Fox, 
1992). 
As none of these qUantitative StUdies has been able to establish a strong link between 
research and teacliino, [Feldman's meta-analysis (1987) had indicated a positive 
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correlation of r z-- 0.12], it was argued in Chapter 5 that a phenomenological or 
qualitative study would be more appropriate for an investigation of this type, as the 
study was more concerned about individual feelings and views, rather than with 
substantive and quantificable facts. The chapter, therefore, explored the various 
research methods that could be adopted in a study investigating the relationship 
between accounting research and teaching. The analysis indicated that a case study I=) It) 
approach would be appropriate. A number of research questions were then framed 
and four hypotheses formulated (see Chapter 5, Sections 5.3.4 and 5.3.5), following 
which two main research techniques were selected in order to carry out the case 
studies viz, semi-structured interviews to be used in conducting interviews with 
lecturers at different levels in various university accounting departments, and repertory 
grid, for use with selected groups of students in the same university departments as the C) 
lecturers (see Chapter 5, Sections 5.4.6 and 5.4.7). 
Chapter 6 outlined how the case studies were operationalised, and the results analysed, 
while Chapters 7 and 8 provided soi-ne background information about the history and 
nature of accountincy in British higher education. Chapters 9 to I gave a detailed 
summary of the conduct of the case studies in the five British university accounting 
departments selected for investi (ration. Chapter 14 assessed and analysed the data. 
The main conclusion reached was that while an active involvement in research might 
help to enhance teaching performance, there was no single benefit that could be 
considered as deriving solely fi-om research. It was argued that some experience of Z-) 41_ýP 
research may be helpful in supervising student dissertations, but it was not absolutely Z) 
essential. This was clear from the evidence obtained from Oak University where most 
of the staff were involved in supervising dissertations even thou(-Yh few of them had any "D 
experience of research (see Chapter 14, Section 14.3.2.5). It was also argued in 
Chapter 14 that active researchers were more likely to be intellectually curious, and 
that as a result, they probably adopted a more critical approach in their teaching. 
However, it was apparent frorn tile case studies that it was not only active researchers 
who could be intellectually curious, as sorne evidence was obtained (albeit weak) 
which indicated that sorne non-researchers did also adopt a critical approach in their 
teaching (see Chapter 14, Section 14.3.2.7). 
This conclusion cannot prove, of course, that in order to be a ()-ood accounting teacher 
it is NECESSARY to be aii active researcher. Indeed, as indicated in Chapter 5 
(Section 5. '-3.2), it was not expected that the adoption of a qualitative approach for this 
study would make it possible to do so, but then the various types of quantitative 
studies reviewed in Chapter 4 have also not been able to offer any such proof The 
results of this Study, ho\vever, would indicate that at the very least there must be some 
considerable doubt (when stated categorically) that the belief is valid. This doubt 
arises for four main reasons. 
Teaching duties range far beyond classroom performance, many of which are 
largely unrelated to the benefits that an involvement in research might bring. 4 Thus it is unfair to judge a lecturer's overall effectiveness on the basis of a narrow 
range of activities. 
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2) The meaning of '(Yood' is not always defined, but it may depend upon the 
ing the decisi personal experience of the person i-nakI ion eg, students' views on 
'good' teaching may be quite different from those of either lecturers or of senior 
academics. 
3) The term 'research' is also rarely defined. The general consensus appears to be 
that only an involvement in 'research' can ensure that 'good' teaching takes place, 
irrespective of the ric-ItUre of research, the amount undertaken, or of its quality. 
4) It is possible to elicit a considerable number of benefits that research may bring to 
teaching, but it is difficult to accept that any one of these benefits could only be 
gained by being actively engaged in research. 
It could be the case, of course, that those doubts that do arise are unjustified because 
of some weaknesses in the research method adopted and the research techniques used. 
The study has been based on a relatively small number of interviews with staff and 
students in just five university accounting departments. Only two of these departments 
had a strong research record, and it might have been preferable to have included 
another such department. However, it has still proved possible to answer the research 
questions and hypotheses froiTi the five cases used in the study, despite the absence of 
another stroncy research departnient. It) 
There may be some reservations about the answers obtained from the interviewees, as 
the views expressed may not have been representative of their true feelings. This again 
does not appear to have been a maj)or problem. While the views obtained from some 
of the interviewees at the beaginning, of their interviews may not have been entirely 
indicative of what they really 'thought (this applied particularly to the senior 
academics), there can be no doubt that sorne vigorous questioning soon established 
what were almost certainly their real beliefs. 
Those students who took part in the repertory grid sessions were not generally 
selected at random, and only ten students from research orientated departments 
completed full grids. It Could be that if more students from such departments had been 
included, then the overall results Would have been somewhat different. This point is 
now being investigated in a further study, but the preliminary indications are that a 4- 17) 
similar pattern is beginning to emerge. In any case, the findin s confirm those of other In 09 
researchers (such as Feldman, 1988), even though they have generally used a different 
research method. It is believed, therefore, that the results obtained from the students' 
repertory grids are probably representative of the characteristics that students look for 
in effective teachers. 
The analysis of qUalitative data COLIld have been a problem, as it is not always easy to 
plot trends and observe patterns fi-om such data. Thus there is inevitably bound to be a 
great deal of subjective in SUrnmarisincy the results of a series of hour-long I 
interviews with 49 lecturers, and 33 81 constructs obtained from 38 students' repertory 
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grids, and then cornin(y to some overall conclusion about their meaning. However, the I:: ) C) data have been checked several times against the summary sheets, and there is no Z- 
reason to believe that the various conclusions drawn from them are unfairly 
representative of either the lecturers' or the students' views. 
A P- 
Aner allowing for these various caveats, therefore, it is now possible to come to some 
firm conclusions about the research questions and hypotheses posed in Chapter 5, 
Sections 5.3.4 and 5.35. 
The main research qUestion was as follows: 
Is it necessary to be an active researcher in order to be a good accounting teacher? 
This study indicates that it is NOT necessary to be an active researcher in order to be a 
good accounting teacher. I=) 
The first specific research question posed was. 
1) Is good accounting teaclung dependent upon an active involvement in research? . => 1=1 
Again, this study shows that good accounting teaching is NOT dependent upon an 
active involvement in research, 
The second specific resecarcli qLleStIOll was - 
2) And if so, does it apply at both an individual level and a departmental/institutional 
level? 
The answer obtained for Question I answers the first part of Questions 2, but the 
answer to the second part of the question is much less clear. The notion that students 
benefit from Studying in a research orientated department, still less a research-based 
institution, did not receive much Support from the case study interviewees (see, for 
example, Chapter 11, Section 11.3.6), and little evidence was obtained which enables 
the question to be answered with any confidence. This belief is, therefore, worthy of 
further research, and it will be incorporated into some new hypotheses which will be 
formulated, in the next section, However, in view of the findings of this study, it is 
first necessary to re-assess the old hypotheses before framin(Y some new ones. Z) 
Four hypotheses were put forward in Chapter 5 (Section 5.3'. 5), and these can now be 
reviewed -. 
HI AcCOL111011(. 1 lecturers can only be good teachers if they are also actively I- 
en(-Yao-ed in research. C) Z) 
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COMMENT: This study has not been able to discover any evidence to indicate 
that there is a necessary relationship between an active involvement in research 
and good teaching. The hypothesis must, therefore, be rejected. 
H2 The teaching of accounting is enhanced when lecturers are involved in 
research. 
COMMENT: This study SLI(Y(YeStS that there are a number of benefits that 
research can bring to teaching. The hypothesis may, therefore, be true. C) However, there may be some active researchers who are bad teachers eg, their 
elocutionary skills may be so poor that no matter what benefits research brings 
to their teaching, they are unable to communicate effectively with their 
students. 
H-33 The students' learninzc:; experience is enriched if they are studying in a 
department that has a strong research culture. C) 
COMMENT: It may well be tFUe that if sorne staff in a department are 
engaged in research, then there is an air of discovery and excitement, and that 
this is comi-nLinicated to the stLidents. As a result, they then become much 
more enthusiastic aboLit their own studies. However, as indicated above, this 
notion received little support fi-orn arnonCT the lecturers interviewed. 
Nonetheless, as little evidence was obtained from the case studies about the 
belief, the idea is worthy of further exploration. 
H4 The students' learning experience is deepened if they attend an institution Z) 
that is research orientated. 
COMMENT- No evidence was discovered that supports this hypothesis. 
There may well be a feeling of pride at being in an institution that is generally 
highly regarded and that has an international reputation for its research. 
However, it is difficult to see how this impacts consciously or even sub- 
consciously on the students' learning experience. Do students work harder, for 
example, or do they become more interested in their work simply because the 
INSTITUTION is research orientated9 It appears very doubtful that this is the 
case, and so in the absence of any evidence to the contrary, this hypothesis 
must be rejected. 
The overall findings of this study care lit(dily significant, and their impact can now be 
assessed. In Chapter 1, Section 1.2, it was suggested that there could be three major 
outcomes of the study N/iz. 
OUTCOME A- research is a vital ing-redient of research. 
OUTCOME B: research is not a vital ingredient of good teaching 
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OUTCOME C. other activities are a vital ingredient of good teaching. 
This study has shown that research is not a vital (in the sense of necessary) ingredient 
of good accounting teaching, although there are substantial benefits which it might 
help to provide. It has also indicated that there are a substantial number of other 
activities which accounting lecturers undertAe, and that these may have an impact on 
their teaching (see Chapter 8, Section 8.2.4). Thus it would be too simplistic to argue 
that as research is not essential in order to ensure that good accounting teaching takes 
place, fewer lecturers need be employed to undertake more teaching (this was the 
argument behind Outcome A). 
The previous studies reviewed in Chapter 4 (largely of a quantitative nature) showed 
that at best there tended to be only a weak relationship between research and good 
teaching, and that it was not clear whether good teaching depended upon an active 
involvement in research (see, for example, Bell et a]- 1993)). This study indicates that 
an accounting lecturer can be a (Yood teacher without necessarily being involved in 
research. This is a slanificant fiiidina for three main reasons- (1) it is the first time that ID 
a major study has been carried Out in the United Kingdom which has sought to explore 
the relationship between accounting research and teaching; (2) it demonstrates that 
good teaching is not dependent upon an involvement in research, and (3) it adds to the 
general literature on the subject of research and teaching, 
The study has also shown that belief may need to be re-exarnined from a different 
aspect. Some of the lecturers interviewed eg, at Cedar University (see Chapter 10: 
Section 10.3-3)) and Elm University (see Chapter I I- Section 11.3.5) argued that it was 
not an involvement in research that led to good teachina. Rather, it was suaaested that 
in order to be a grood teaclier it was necessary to be intellectually curious. It was 
argued that this was so because intellectually curious individuals are likely to be 
constantly asking 'why? ' questions, and if they are teachers, they are generally well 1= 
educated and highly trained with considerable time and resources at their disposal. 
Consequently, they will try to find out the answers for thernselves. Thus their natural 
curiosity will lead thern to undertake some scholarship ie, explore the literature, but if 
they are still puzzled, then they will go further and carry out some research for 
themselves. 
This view finds support aniong, a number of researchers. For example, Norris (1979), 
argued that the belief about research and teachincy had two possible forms- 
1) doing research may make a person a better teacher- and 
2) the kind of mind and intellectual Curiosity that a good teacher needs may also 
produce an inner drive to do research (p. -3 ) 0). 
Based on the comments revieNved in earlier chapters (see especially Chapter 2), it 
would appear that the first form is niore generally supported, although Norris himself 
preferred the second form. He comended tliat- 
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... the person who 
has the outstanding ability to be a good teacher also has (a) 
the kind of enquiring mind that motivates research, and (b) the ability that 
makes it good research (p. 30). 
Strauss (1966) also made a similar point when lie attempted to define 'research ability'. 
He suggested that it was: 
... the capacity, 
in a person with sufficient intelligence and adequate training to 
devote irnaaInation, originality, perseverance and hard work to the solution of a ID 1. ) 
problern in which his curiosity has aroused enthusiastic interest (p. 421). 
As was pointed out in Chapter 2 (Section 2.6), Rudd (1974) argued similarly, although Cý 
at the time that Rudd's article was first read, its significance in respect of the findings 
of this study was not fully appreciated. 
There may be something in this argument advanced by these researchers. Over a 
period of time, it might have been noticed that those who were apparently 'good' 
teachers (a judgement perhaps based on hearsay) were also actively engaged in 
research. It was then assumed that it was the involvement in research that made them 
good teachers. It follows that if Strauss ( 1966), Rudd (1974), Norris (1979), and the 
Cedar and Elm lecturers (INTER ALIA) ccire correct, then the common factor linking 
research and teaching is the enquiring mind that a good teacher possesses. There is no 
evidence to support this hypothesis, but it appears plausible. If the basic belief did 
develop from casual observations and over-heard remarks made about various 
lecturers, then it is hardly likely to have been written up in academic journals. Indeed, 
as reported in Chapter -3), 
it proved impossible to trace a particular time when the belief 
first became to be accepted, but it appears to have been quite well established by the 
end of the First World War. 
It follows from both the results of this study and the argument advanced above that 
future researchers should examine the relationship between teaching and research 
(instead of the impact that research may have on teaching). In particular, it is possible 
to pose two main research questions: 
1) Is intellectual curiosity an essemial characteristic of a good teacher? I 
and 
2) Do intelleCtLI(EI11ý1 CUI'IOUS individLMIS CiO research9 
These research questions will be explored further in the next section in which, INTER 
ALIA, some new hypotheses will be formulated. 
15.2 FUTURE RESEARCH 
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15.2.1 Defiaing the terms 
The first step in any future research investigating the relationship C) i between accounting 
research and teaching should be to define the terms, and the following sub-sections 
provide some help in this direction. The suggestions put forward are based on the 
material obtained from the case study interviews. 
15.2.1.1 Teachin 
The definition of teaching ShOUld be Nvide-ranging, and it should go far beyond the C C) Z-: ) delivery of lecture and WtOl-lal material to classes (for a detailed argument on this 
point, see Elton and Partington, 1993). It is suggested that the followin duties should 9 
be taken into account in assessing, whether a lecturer is a 'good' teacher: 
Classroom performance, Includin(g, the preparation, organisation and delivery of Z -)I 
material in the form of lectures, tutorials, serninars, workshops, and other group- 
based activities. 
The settin(y and niarkitig of assessments, assignments, and examination papers, 1ý1 --, > I=> 
and the feed-back given to students. 
3) Advice to students on course, subject, and topic affairs, and the counselling of 
students on personal and private matters. 
4) The undertaking of departmental and institutional administrative tasks (such as 
committee work) that relates directly to the delivery of courses. 
5) Research as redefined (see Section 15.2.1.2 below). 
Involvement in eXtra-CLIrricula educational and professional activities. 
The above list is not exhaustive, but it does Illustrate just how unfair it is to judge 
whether lecturers are 'good' if the assessinent is based purely on their class room Z: ý 
performance. This is especially the case when a heavy emphasis is placed on their 
knowledge if account is not also taken of their ability to communicate that knowledge. 
15.2.1.2 Research 
It is recommeiided that aCCOLImmu, research should encompass the following 
categories - 
ORIGINAL INVESTIGATION- experimental, critical, or theoretical work 
undertaken to acquire new knowledge of the underlying foundation of 
phenomena and observable facts. 
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2) SCHOLARSHIP- work wliicli expands the boundaries of knowledge by in-depth 
analysis, syntliesis and interpretation of ideas and information using rigorous and 
documented rnetliodology. 
3) CONSULTANCY- the deployment of existing knowledge and expertise for the 0 
resolution of a specific accounting problem on behalf of a particular client. 
4) PROFESSIONAL PRACTICE- the deployment of existing accounting 
knowledge and expertise on behalf of a client for the resolution of regular tasks In 
and duties. 
[adapted from PCFC, 1990: pp. 12-13] 
Category 1) type research is often Just i-efei-i-ed to simply as 'research', but this is 
misleadincy as 'research' is moi-e of a (Tenenc term. In order to avoid confusion, 
therefore, it is preferable to use the term 'onginal investigation'. Z- 
Elton (1992) argued that in addition to teachin-(-,, and research, scholarship should be 
included as a third academic activity, and that it Could be broadly characterised as 
consisting of new and critical interpretations of what was already known (p. 253). As 
indicated in the last chapter, this is particularly important in respect of accounting. 
However, it should include not only academic scholarship, but also 'technical' 
scholarship ie, the critical study of professional accounting articles, books, and 
pronouncements. This point was supported by Rice (1992) who argued that 
scholarship ought to deal with the application of knowledge to the problems of society 
(p. 125). Similarly, Boyer (1990) pointed out that the word 'research' only entered 
the vocabulary of higher education recently (p. 15), and that a new vision of 
scholarship was required (1). 1-3)). 
Technical scholarship plays a major part in the teaching of accounting, and it can be 
just as intellectually demanding as 'acadei-nic' scholarship. Some of the more recent 
pronouncements of the ASB, for example, are extremely complex and difficult to 
understand, and they Should stretch the minds of even the most able students (see, for 
example, FRS5. Reportirig the substance of transactions, ICAEW, 1995- pp. 195-283). 
The inclusion of 'conRlftanCy' and 'professional practice' is arguable and some 
academics would not regard them as 'research', while others might be willing to accept 
them provided that they were non-rOLItme and Substantive (CNAA, 1984. pp. 12-13). 
However, the distinction between substantive and non-substantive work is not always 
easy to establish, and it is perhaps unnecessary to do so. Consultancy and practice 
work (irrespective of whether they are either routine or substantive) keeps lecturers 
informed of current problems in business, commerce, and government. Such work can 
also provide relevant and Lip to date material that relates to the practical world, and it 
can supplement the material contained in text books (see, for example, Clark , 
1984; de 
Winter Hebron, 1984, Gillham, 1984, Goldstone, 1984, Martin-Moran, 1984; Mellor 
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and Stirling, 1984-, Prabhu, 1984*, Purser, 1984, Stonebanks, 1984). All consultancy 
and all practice work, therefore, should be re(garded as acceptable forms of research. 
15.2.1.3 Publications 
It would be appropriate to comment at this point on the importance that publications 
play in assessing both the amount and the quality of research being undertaken in 
higher education. Elm University for example, defines research in terms of output that 
leads to publication in 'category one' journals (see Chapter 11, Section 11.3.4. ). It is 
recommended that whatever definition of research is adopted, it should be undertaken 
with a view to publication. The main reason for making this recommendation is that 
normally lecturers have to provide some evidence of their research activity so that it is 
clear that it is a contribution to knowledge. It may also be the case that they have to 
demonstrate what impact it has on their teaching. The need to establish that they are 
doing some research is particularly important in the case of consultancy and private 
practice work, because these types of research do always lend themselves very easily 
to publication, and there is a danger that they will be regarded as being undertaken 
primarily for private and personal financial gain. 
The type of publication in which the research is published will vary according to its 
nature. Thus original investigatory work and acadernic scholarship would normally be g 
intended for publication in acadeiiiic books and refereed journals, while technical 
scholarship would be published mainly in text books, professional journals, and student 
magazines. 
Writing is a severe mental discipline (Boice and Jones, 1984), irrespective of where the 
material may eventually be published. Lecturers need to be constantly reassessing the 
most effective way in which such accounting material can best be presented to 
students. It follows that the writin1sY of text books, and articles for professional 
journals and student magazines also provides sorne clear evidence that lecturers are I'D thinking about the problems that they encounter in their teaching, and of the most 
effective way of making them comprehensible. Hence the skills involved should help Z lecturers to become more effective teachers. 
Work of a consultancy or professional practice nature may not be easy to publish, 
perhaps because of the need to preserve client confidentiality However, there is no 
reason why the data obtained fi-om such work could not form the basis of (say) a case 
study or an article for a professional journal provided that the client's anonymity is 
safeguarded. 
In summary, therefore, lecairers should be encouraged to write up their research and It-) I 
attempt to get it published, partly becaLlSe such material provides some evidence of the 
extent to which they are involved in research, and partly because writing is a mental 
discipline which provides a focLis for their research. 
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15.2.2 Framin new hypotheses 
With the above definitions of teaching and research in mind, it is now possible to 
formulate some new hypotheses as the basis for further research. These hypotheses 
link with the ideas outlined in Section 15.1 along with sorne new research questions 
posed at the end of that section The suggested new hypotheses are as follows: Z)": ) 
H5 Accounting teachers who are actively engaged in research are more likely to 
adopt a questioning aiid critical approach in their classes. 
H6 Accounting teachers who are active researchers are more likely to adopt a 
literature- led approach In their teaching. 
H7 Accountimly Students will more readily accept a literature-led teaching I-> 
approach provided that this is also adopted by most other lecturers within a 
department. 
H8 Accounting students in institutions that are heavily orientated towards 
research will more readily accept a h, (. )-hly critical teaching approach. 
Unlike the original hypotheses, all of the new hypotheses lend themselves more 
towards a quantitative approach. Both hypotheses H5 and H6, for example, could be 
investigated by a questionnaire survey aniong accounting lecturers, perhaps by asking 
questions about their research involvement and the types of teaching methods that they 
use in their classes. Hypotheses H7 and H8 could also be tested by a questionnaire 
survey among accounting Students. However, these hypotheses do deal more with 
attitudes eg, '... will more readily accept... ', so, as was argued in Chapter 4, Section 
4.3.5 and Chapter 5, Section, 5.3.2, a qLK-c1litative approach might be more appropriate, 
possibly by using repertory grid. 
15.2.3 A critical perspective 
A further study would be quite fciscinatiffiy to Pursue along the lines indicated above, 
and it would also have sonie importarit practical considerations. The argument would 
run as follows- 
Good teachers are more likely to have enquiring minds (than are poor teachers) I=) 
2) Those who have enquiring minds are more likely to do research 
Therefore, those who c-cire good teachers are more likely to do research. 
This syllogism depends, of course, on two main assumptions: (1) that in order to be a 
good teacher it is desirable to have an enquiring mind, and (2) that teachers who have 
enquiring minds will also be SUfficiently intellectually curious to become involved in 
research. However, these assumptions appear reasonable, because it is hard to believe 
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that students can find the subject interesting if lectures and tutorials are merely a 
regurgitation of a whole series of ri, (, I gid steps and unquestioned 'facts'. It would a so be 
necessary to consider how it might be possible to operationalise what is meant by the 
terms 'an enquiring rnind' and 'intellectual curiosity. One way might be to measure 
the extent to which particular lecturers adopt a critical approach in their teaching. 
Some indication mi lit be obtained, for exaniple, fi-orn examinino- the reading material 9 
given to students, the type of coursework assignments and examinations papers set and 
the depth and rio-our of the answers that the students are expected to provide. Some 11D 
support for assessing teaching in this way in included in Elton and Partington's study 11 
(1993) advocating the developi-nent of a culture for quality in higher education, and the 
formulation of new 'bespoke' criteria for teaching (p. 11). 
The argument advanced above rneans that accounting lecturers themselves need to 
develop and maintal In in their own critical faculties, although this may be more difficult 
than it appears. As Mathews et al (1990) commented in a survey investigating 
accounting research and teaching in Australian higher education-: I=) __D I:: ) 
Perhaps what is needed, even more flian material support, is the development on 
the part of staff menibers of intellectual curiosity and a state of mind which 
continuously questions established tenets and practices (pp. 74-75). 
But they then went on to repOFt that- 
The Panel was struck by the IlUmber of institutions where there appeared to be a 
serious lack of intellectual curiosity (1). 2335). 
While this was an Australian report, fliere is no reason to believe that a similar criticism 
could not be made of British accounting academics. The results of this study would 
suggest that an involvernent in research is a measure of a teacher's intellectual Z: ) 
curiosity, and that this is ati innate characteristic of a good teacher. However, it would 1. perhaps be going too far to sLi, (Y, (, )est that those teachers who do not do any research I Z: ) 
cannot be intellectually curious. Evidence obtained from the case studies indicated that 
this is clearly not the case since a number of non-active researchers were interviewed 
who (without any doubt) possessed a degree of intellectual curiosity (see, for example, 
Chapter 9, Section 9.3 ). 5, Chapter -10, Section 10.3 ). 3), and Chapter 12, Section 12.3.5). 
Thus other methods of measm-MLY intellectual curiosity will need to be adopted if such 
a characteristic is a feature of both researchers and non-researchers. As indicated 
above, one facet of imellectual CL11_1OSity may be investigated through its likely 
consequences, by exariiiiiing, at least sorne of the type of assignments and examination 
questions that lecturers set and the answers that students are expected to produce. It 
would also be desirable to identify other measures of an enquiring mind, independent 
of its manifestation in teaching. As Hammond et al (1969) put it: n 
How well can a person's teaching effectiveness (which is difficult to measure) be 
inferred from his level of scholarly research (which Is easy to measure)? [p. 683]. 
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The answer to this question is not known, and hence there is a need for further 
research to identify possible links between the two. 
15.3 CONCLUDING REMARKS 
This chapter has summarlsed the findings of this study, and it has also put forward 
some ideas for further research. The study suggests that there is probably a beneficial 
relationship between accounting research and teaching, but that it is unlikely that it is 
necessary to be an active researcher in order to be a good accounting teacher. It was 
postulated that the belief probably arose from observations made over a long period of 
time that the best teachers also happened to be active researchers, and it then came to 
be assumed that it was their research that made them good teachers. clý 
It was suggested that it was more likely that good teachers had enquiring minds, and ZD 
that it was their innate curiosity that drove them to finding out the answers for Z) 
themselves. This amended postulate then enabled some indication of the way in which 
the study could be progressed. C> 
Before commencing such a project, it was recommended that the terms used in this 
context, such as 'research' and 'teaching' needed to be re-examined and redefined 171 because it was not always clear what they mean. Teaching, for example, includes 
many facets, and 'research' may not be relevant to all of them. Consequently, some 
definitions of both teaching and research were put forward. As far as research is 
concerned, it was recommended that whatever definition of research was adopted it 
should be undertaken with a view to some form of publication, although it was 
accepted that some fornis of research may not lend themselves very readily to being 
published ecy, consultancy and private practice work I=) 
As a result of the findin, (:, )s of this study, once the terms 'teaching' and 'research' had 
been defined, it was possible to formulate some new hypotheses and to indicate how 
they might be operationallsed. These new hypotheses should now form the basis for 
further research. 
This is tile first major British study of accountim; research and teaching, and the 
overall findings are highly signifiCant, ('11thOU"ll there is Still scope for much more work 
to be done on this important ISSUe. In summary, the following important 
considerations have arisen frorn the study, and these should help future researchers: 
The qualities required of a good accomiting teacher apply to other disciplines. 
2) It is possible to be a good teacher without being involved in research. 
Research does provide some additional benefits to teaching, and these probably 
do have a favourable impact on the effectiveness of a teacher. 
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A more critical teaching approach is required in the teaching of accounting. 
5) Lecturers should be encouraged to undertake some research, because it increases 
the probability that they will introduce a more critical perspective into their 
teaching. 
The belief about research and teaching is very strong in higher education, and the "D findings of this study may perhaps not be particularly welcome among those academics 
who have an unquestioning faith in the belief However, while the belief may be 
misplaced, the results of this study do not indicate that an involvement in research is 
unimportant for accounting lecturers. 
The evidence obtained has indicated that it is possible to be a good accounting teacher 
without being an active researcher. This might suggest that if Outcome B outlined in 
Chapter 1, Section -1.2 ('research is not a vital ingredient of good teaching') is In 
followed through, fewer accountin(y lecturers would need to be employed and the ones 
left would be faced with havinu to do more teachina. However, such a conclusion 
would be erroneous. This Study has indicated that intellectual curiosity may be an 
important characteristic of a good teacher, and that involvement in research may 
provide some evidence of this characteristic. Hence lecturers should be encouraged to 
adopt a questioninCY approach in their teaching, and they will be expected to ID Z) demonstrate that they do so. Research may provide such evidence (especially if the 
results are published), althoug1h there may be other ways of measuring intellectual 
curiosity, such as the type of assignment and examination questions set and the depth 
of answers required. 
It follows that this study has shown that more (and not less) accounting research is 
probably required. frideed, in order to cope with the rapid changes that are taking 
place in an increasingly sophisticated world, accountants need to be extremely 
adaptable and flexible in their thinking. This means that they need to be taught by 
lecturers who themselves are also thinking thi-OLIC111 the issues, and who bring a critical 
perspective into the class room. One important way of demonstrating that they do 
adopt such an approach is to undertal<e some research. In other words, lecturers need 
to lead by example, As Portia put it in 'The Merchant of Venice: 
It is a good devine thal, follmrs his mr/i insiruclions: I can easier leach twenty 
ivhal ivere good io be dolie, ihali be one (? f Me ivvewy lo. folloiv mine own 
leaching (Act 1, Sceiie 11). 
Amen to that. 
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EPILOGUE 
This study is the culmination of an ambitiori that I have had for several years. I became 
interested in the impact of research on accounting teaching when senior academics in 
my own university were repUted to have inferred that if the accounting staff were not 
active researchers, then they could not possible be good teachers. This seemed an 
extraordinary allegation. It %, ý,, as oiie that appeared to question my colleagues' I 
professional integrity, aiid it was certainly one that did not rnirror my own experience. 
When I began to investigate the belief, I found that it was commonly held, although 
there was little evidence to support it. The belief appeared to have become almost an 
article of faith among academics, and I was aware that even my initial enquiries had led 
me to tread on some jealously guarded territory. 1) 
I have learnt a great deal from this study. It has partially confirmed my initial feelings 
that it is possible to be a good teacher without beina an active researcher. However, I C 
am now convinced that there is somethingi in the belief I believe that accounting 
students need to be taLl, (, Yllt to be critical, and in order to assist them in this respect 
lecturers need to raise doubts and pose questions in the minds of the students. This 
requires the lecturers themselves to be highly critical, and perhaps the best way of 
demonstrating that they adopt this approach in their teaching is to be engaged in some 
form of research. 
This approach to teaching is sometimes hard to adopt. It is much easier for lecturers to 
deal with a particular accounting issue by following a set of fairly riald rules. This then 
enables the 'Solution' to be shown -as being 'correct'. Students also prefer to deal with D 
accounting problems in this xvay, since there appears to be much satisfaction (and false C 
comfort) in arriving at the 'correct' solution, irrespective of whether the answer is 
particularly meaningful. 
During the progress of the Study, I have had an opportunity to put into practice what I 
was learning. During the academic year 1994/95,1 was responsible for the teaching of 
a new final year honours' module in international financial accounting. I have to admit 
that my amended approach to teaching was not particularly successful, at least if it 
were to be meaSUred in terms of student reaction. As it happened, the eventual 
examination results were not as bad as had been feared, and three students out of the 
45 in the group were a\varded first class hoiiours' degrees. In dealing with the students, 
I tried to include some of the lessotis that I have learned fi-orn this study, the main ones 
being as follows. 
1) Clear and comprehensive documentation (eg, work schemes and book lists) were 
given to the students at the be(.; Inningy of the module, and this documentation 
contained enOLKIII information for the whole of the academic year. The students I 
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seemed to accept this as a matter of rOLItine, even though few other module 
leaders adopted the same practice. 
2) The lectures and tutorials were planned much more carefully, so that they 
followed a clearly laid down structure, Including specified airns and objectives for 
each topic. This approach was generally welcomed. There was also less emphasis 
placed on the communication of facts in the lectures, and much greater guidance 
was given on what to read and where to find it ie, a much more student centred 
approach. As mentioned above, the final examination results appeared to indicate 
that this method of forcin(y the students to work on their own was reasonably 
successful. 
3) Frequent breaks were gnven within a lecture, and non-related academic matters 
were introduced into the lectUre flo%v. The idea behind this was to reduce the 
intensity and pace of the lectLire, and to enable the students to catch up on what 
had Just been said. There was neither any favourable nor any adverse reaction to 
this technique. 
4) Some deliberate 'arnusino' anecdotes or stories were fed into the lectures. These 
usually met with a stony silence, so this idea was soon abandoned, any innate 
humour beincy left to come across naturally. Z: ) 
5) The repertory urids indicated that students placed oreat importance on lecturers 
being available and i-eady to help. My experience had been that most students 
(except those from overseas) rarely sought help outside the class room. I began 
to stress in rny lectures and tutorials, therefore, that I was 'always' available, but 
still very few StUdents ever took Lip the offer. Indeed, almost without exception, 
the ones that did ask for extra lielp tended to be the more capable students. The 
fact that so few student ever asked for extra help (either from myself or my 
colleague) may be because of the problern outlined in 6) below. There could be a 
number reasons why the offer was not taken up: 
(a) tile Students only wanted to FEEL that they could come to see staff as 
and when required, 
(b) the \, veal<er students may not have recognised that they did need some 
extra assistance, 
(c) the poorer students may have been frightened to come because they did 
not want it known that they were struggling. 
6) New types Of Course work were introduced into the module. The objective was to 
enable the students to practice different types of written communicative skills. 
The experiment was not a success, and it almost certainly had some adverse 
impact on all the other innovations. The main problem arose because the students 
obtained what they re(_. Yarded as being very low marlýs for their first piece of 
course work (low, that is, compared with the marks that they had being used to 
getting fOr Othel- Course worl<). This might have been caused by their inexperience I=> => 253 
in having to deal with a new type of work, but they were so enraged by their C) 
marks that they remained alienated for the remainder of the academic year. 
Thus my moderated approach to teaching, and my new found zeal did not work 
particularly well durino Its first try-out, although I think the main n cause was the marks 
awarded for the first piece of coLirse work. I think that if the marks had been higher, 
the students would have been I11LICh more receptive to the new approach, and to all of 
the other innovative chanoes introduced during the year. There is no doubt that , Z) Zn accounting students are very conservative, and they do not like change. Furthermore, 
being human it is understandable that they would probably like to get a degree as easily 
as possible, irrespective of whether it provided them with a firm foundation for their 
future careers. 
During the current year, the chan(Yes have been modified (especially those relating to 4 _n 
course work). The preliminary indications are that the year is progressing much more 
smoothly. 
This conclusion surrounding my own personal experiences lends weight to the findings 
obtained from the overall Study-. 
1) Lecturers have to work as a team throughout the whole of a course. 
2) Similar teachin(Y methods have to be adopted by all lecturers, and they have to be CI) 
applied consistently In all years (or at least chanoed only gradually as the course 
progresses). 
There should be an agreed departmental policy for the marking of assignments 
and examination papers, and the students should be given clear guidance on what 
they have to do to earn the marks. 
4) Literature-led teaching, shoLild be introduced in tile first year of the course, and 
during that year students shotild be taught how to critique articles so that by the 
time that they reach flieff final year, they are competent to cope with a teaching 
method that may be ali-nost entirely literatLIFe-led. 
On reflection, I think that my eiithLislasm for changincy my teaching method made me Zln Zt) attempt to do too much too qLiickly, aiid that only gradual changes should have been 
introduced into what was a new module. Nonetheless, notwithstanding the difficulties 
that I have had in changing my teachim- method, I intend to persevere with all of the 
ideas listed above. This will meaii workma, much more closely with my colleagues. 
This would have been difficult at wie time, because lecturers have traditionally tended 
to be very independent, This is now much more difficult, mainly as a result of the 
Higher Education Fmidliig, CoLiticil's teachim; assessment exercise. Thus one beneficial 
effect of this exercise is that the staff are iiow haviiia to work as a team,. lempora. 
M1101,71-117'170S el 177111CIIIII11'e in Illis: the times are chanaina and we with them! I-) C) 
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APPENDIX 1.1 
A CONTARISON OF RESEARCH AND TEACHING RATINGS OBTAINED BY 
SELECTED DEPARTMENTS IN ENGLAND 
RESEARCH TEACHING ASSESSMENT GRADES 
ASSESSMENT EXCELLENT SATISFACTORY UNSATISFACTORY 
EXERCISE Number of % of Number of % of Number of % of 
GRADES depts total depts total depts total 
depts depts depts 
TOTALS 
N% 
1 6 1 -75 19 2 1 83 21 
2 9 2 90 23 1 - 100 25 
3 25 6 -72 18 - - 97 -4 
4 30 8 44 11 - - 74 19 
5 30 8 1 -, 3- - 41 11 
Totals 100 25% 2Gý 74% 3 1% 395 100% 
Note. Eight subject areas were included in this survey. law, history, chemistry, 
mechanical engineering, computer science (research was assessed as both applied and 
basic), architecture, applied social work, and business and management studies. 
(Source: TBES, May 19,1995- p. iv) 
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APPENDIX 4 
SUMMARY OF NORTH AMERICAN STUDIES INTO RESEARCH AND 
TEACHING 
AUTHORS DATE UnT or SAXPLE WI=URZ or KLASURIL Or mAjoR rummas 
ANALYSIS S IZE TZACHING RESEARCH 
&rrE=iVKNzSS PRODUCTIVITY 
N 
Guthrie 1949 Individuals Several Sz & Cz Cz No Big-mificant 
bund. red association 
SLi 1 ey 1950 Individuals 384 S& P Partially related 
Woodburne 1952 IndiV14- Ia 64 MR. Pracwtion Positive AAsociation 
P 
rx Qu in 1954 IndividnAls 2 S1 P Publications of 
Howell sup-erior teacbers 
greater lzportance 
Maslow r. 1956 Individuals 86 SE & FE CoR of R-0.51 (SX) 
timmarnran creativeness R-0.7*7 (CoR) 
McGrath 1962 Individuals '7 5 SA SA Scholarship vital 
Voeks 1962 Individuals 305 Sz MWnbership of No relationship 
" ocieties &P 
usher 1966 Individuals 26 SE DE R-0.23 
Bre3ler 1966 Individuals 106 st P& research R-0.23 
Departments 4 support 
Ahern 1969 Individuals 75 OTA P Greater 
McDaniel 1970 HA HA NA P R--0.13 (b<>oks) 
& R 0.10 (papers) 
Feldhusen 
Plant 1970 Individuals 32 SE P No sy3tormt1c 
Sawrey etypirical 
evidence 
Stallings 19'70 Individuals Izi SE P R-0.26 
& 128 SE P R-0.13 
Singhal 
Grant 1971 individuals 685 SE Faculty No relationship 
allocated time 
Hayes 19'71 Individuals 355 SE AZ P& COE Positive 
(AE). None (SZ) 
Bausel 1972 Indiv2. duals ICE SE P R-0.04 (average) 
Magoon Grants R-0.10 (grants) 
Cape at 1972 Departments 17 Sz ACE No relationship 
&I dep t ank i -ng 
Harry & 19,12 ind-v. %dUaI3 211 SE P R-0.19 
Goldner 
Hul>er 1972 individuals 726 SA SA Little use of 
research 
Stavridis 19o2 Individuals 32 SE P R 0.27 
Al e an-c n1 1973 Ind-viduals 362 SE P 
R 0-2 
& y1mer 
Braunstei n 1973 Ind-viduals 347 SE Chai="63m .9 
R 0.30 
& "n3ton DE 
C-1a. rk 1973 individuals 45 SE P 
R-0.30 
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Siegfried 19'73 Individuals 45 SR P R-0.03 
& Whi to 
Cornwall 1974 TnA j Vie+n aIS KA S1 Research No effect 
activity 
Hicks 1974 Indivi An aIs 459 St P R-0.25 
Hoyt 1914 Indiviet-m Ia 222 Student P So relationabip 
acadmonc 
progress 
LaAhor 1974 I=dLivi A- aIa MA Sz Involvement Statistically 
Vogt in non-to&chinq Significant 
activities/ 
problic service 
Aitkin 1975 IndiviAn-v Is KA Sz Scholarly Little/no 
productivity relationship 
LirLsky 1975 Indivi eq- a13 1,422 sz P& Citations R-0.04 
Straus 
Ma. rquaxdt 1975 Individuals MA Sz P R-0.25 
at al 
McCullagh 1975 Individuals 52 Sz P 0.05 
& Roy 
Ratz 1975 Individuals is Sz Research grants No azsociation 
Dent & 1976 Ind-VIdUaI3 90 SE Citations R-0.02 
Lewis 
F&ia 197 6 Ind_'VidUa13 53,034 Teaching awards P R-0.11 
Hoyt & 197 6 Ind_V1dua13 183 SE Research R-0.17 
Spangler involvecmnt 
Ro 3 wran 197 6 Incliv-, duals 122 Sz P f. cognnittees Not related 
Wood & 
DaLor=e 
119716 Individuals 69 SE P R-0.39 
Goldwr, ld 1-97-1 Individuals 35 Distinguished P Research not 
at al teacher awards inconpatibl* with 
superior teaching 
rrey i976 : ncU viduals 42 SE Citations R-0.37 (skill) 
R--0.23 
(rapport) 
Wo<>d ', 978 individuals 23 Sx P R--0.07 
Freectm-n 19"; Individua13 129 SE P R-0.23 
at 3_1 
X&r. s h 19-19 IncUviduals 183 SE Self-ratings R-0.14 
Overall, 
St*=r-f et 11 9 *7 9 Ind-viduals 129 Sz P R-0.23 
a. 1 
1 Michaýak 198: 1=1-v-dual 86 SE Citations R-0.20 
Tried---ch Grapevine DZ/ Cbairman's 
evaluation R-0.33 
Teag-je 1961 : ndividuals 25 OTA Presentations Add support 
Gzants/contracts 
publications 
Centra 1983 -Tadividuals 2,973 SE 
P R-0.10 
', 623 R-0.07 
Fr. ecL-_, ch 1983 individual 74 SE DE & D4? p t R-0.17 
& Aichalak evaluations 
Rushton 1963 : ndividuals 52 SE P R-0.10 
at al Citations 
R--0.24 
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Hof fmn 1964 Individuals 65 SR P, grants R-0.25 
conference 
papers 
FelA-D 1987 Individuals RA Various Various R-0.12 
Bell et 1993 Individuals 473 SZ AE f. P Sccm 
al &ABociation 
ftx 1992 Individuals 3,968 rz rz Research & t*Ar-hinq 
at adds 
Volkwein 1994 Departments 27 DZ, IFZ A CZ, DZ & Little 
S& Resoaxab qrantz evidenca 
KEY- ACE = Amencan Council on Education, AE = administrator evaluation, CE 
committee evaluation, CoE = colleague evaluation/rating, DE = dean evaluatiorvrating; 
FE = faculty evaluation-, 
OTA = outstanding teacher award- NNA = not ap pl i cable, 1'avail able. P= publications-, 
SA = self- assessment, SE = student v., aluation/rating. 
[Based on Faia (1976) and Feldman (1987)] 
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APPENDIX 6.1 
PROMPT NOTES USED \, MEN INTERVIEWING SENIOR ACADEMICS 
fNTRODUCTION 
1. Thanks 
2. Tape recorder 
3. Notes 
4 No names 
5. No institution 
APPOINTMENT OF ACCOUNTING LECTURERS 
1. His role 
2. Duties to be undertaken 
3. Balance between teachl ii g/research/ad m1 nistrati oil 
4. Teaching pol I cy 
5. Definition of teaching 
6. Training given 11 
7. Monitoring and evaluation of teaching 
8. Definition of good teaching 
9. Administrative duties 
10. Monitorincy and evaluation of administrative duties 
11. Research policy 
12. Definition of research 
13. Monitoring and evaluation of research 
14. Basis of promotion 
15. Evidence obtained 
FURTHER POINTS 
1. Further points 
2. Thanks 
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APPENDIX 6.2 
PROMPT NOTES USED WFIEN INTERVIEWING HEADS OF DEPARTMENT 
INTRODUCTION 
1. Thanks 
2. Tape recorder 
3. Notes 
4. No names 
5. No institution 
BACKGROUND 
1. PhD 
2. Teachincy/research relationships C) 
3. Two part interview 
DEPARTMENTAL OBJECTIVES 
1. By whorn 
2. Who monitors 
3. Teaching or research 
4. Administration 
5. Extra-departi-ncntal admiiiistr,, ition 
DEPARTMENTAL TEACHING POLICY 
1. Who 
2. Class contact IIOLII-S 
3. Composition of teaching- 
4. Monitoring and evaluation of teaching 0 ID 5. Definition of good teachino C) _n 6. Corrective action 
DEPARTMENTAL ADMINISTRATION 
1. How allocated 
2. Subject 
3. Course 
4. Departmental, 
5. Faculty/university/external 
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RESEARCH 
1. Balance 
2. Definition 
3. Precise requirements 
4. Monitoring/evaluation 
5. Purpose of departmental research 
6. Actual use in teaching 
FURTHER POINTS 
1. Additional comments 
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APPENDIX 6. ) 
PROMPT NOTES USED WHEN INTERVIEWING LECTURERS 
INTRODUCTION 
1. Thanks 
2. Tape recorder 
3. Notes 
4. No name 
5. No institution 
TEACHING 
1. Subjects, courses, levels 
2. Class contact hours 
3. Definition of teaching 01- 
4. Preparation, assessment, marking time 
5. Qualities of good accounting teacher C 6. Monitoring own performance Z 7. Feelings about teaching), role 
ADMMISTRATION 
1. Internal departmental duties 
2. External departmental duties 
3. Time taken 
4. Feelings about administration I 
IRESEARCH 
1. Definition 
2. Involvement 
3. Time 
4. Topics 
5. Publications 
6. Use in teaching 
7. Proportion used in teachim;, 
8. Colleagues' rating 
9. Proportion used 
10. Benefits of research in teaching 
11. Problems of combining research , ind teaching n- 
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12. Feelings about research roles Z=) 
FURTHER COMMENTS 
1. Other points 
2. Thanks 
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APPENDIX 6.4 
PRO FORMA REPERTORY GRID AS USED AT CEDAR, ELM, OAK, AND PINE 
- UNIVERSITIES 
M Someone who I think is a 
L gow accotff" tanchm 
M Someone who I Vw* is a 
N) PON ghwda 
M Someone who is a fatly 
ca good ac=ffUV 
M An 9 MUM 
who reo*f me 
to lawn 
M An accaLffdM tend w 
CA vwho ptX me atf hm. w 
An accounting lscUw M whom I vroM CRd0 tO 
be an'expert teed of 
A teadw in soon 
M Who i "W* is 4a good hod w 
A teactier in a wd w M subped who I d** is OD 
a poor tow a 
A bwcim in anodw M who reaNy 
(D . I " FN me to loom 
0 
0 
z 
C/) 
m 
401) 
0 
,n 
))b 
0 
0 
0 
z 
z 
m 
m 
265 
APPENDIX 6.5 
PRO FORMA REPERTORY GRID AS USED AT ASH UNIVERSITY 
Someone who I think ma 
good accounting teacher 
M Someone who I think is a 
K) poor accounting teacher 
Someone who is a fairly 
M 
C4 good accounting teacher 
M An accounting teacher 
who really helped me 
to learn 
M An accounting teacher 
CJ, who put me off leaming 
M 
An accounting kxýturer 
0) whom I would consider to 
be an 'expert teachee 
01 
0 
0 
z 
CD 
--i 
c 
--I m Cl) 
0 
0 
0 
0 
c 
z 
m 
0 
1 
c 
M 
m 
M 
CA 
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APPENDIX 6.6 
CLASSIFICATION OF TEACHING DUTIES 
I ORGANISATION OF TEACHING DUTIES 
a) Lectures 
b) Tutorials 
c) Workshops 
d) Laboratory sessions 
e) Case studies, assessments, assignments 
f) Examinations 
g) Seminars 
h) Invigilation 
i) Dissertations 
2 PROCESSES fNVOLVED IN PREPARING FOR CLASSES AND DELIVERING 
MATERIAL 
a) Preparation 
b) Passing on knowled ge/i nfori-nat ion 11-7) It) 
c) Activate enthusiasm, interest, motivation 
d) Problem solving (analysIng, linking, syntliesising, thinking) 
e) Performance 
0 Research 
g) Consultancy 
3 PASTORAL DUTIES 
a) Advice about the SUbject/course 
b) Personal advice 
4 MORE INDIRECT/LONGER TER1\4 DUTIES 
a) Subject/course administration 
b) Developing new material for new and futLire courses Z) 
c) New course development work 
d) Staff development 
(Source. Lecturers' interviews) 
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APPENDIX 6.7 
CLASSIFICATION OF GOOD TEACHING 
1 STIMULATION OF INTEREST 
a) Keeping classes attentive 
b) The material is put across In an interesting way 1. 
c) The students becorne interested in the Subject 
d) Humour is used as a means of niaintaiiiii-it, interest 
e) A light liearted atmosI)Iiere is created 
0 The students want to find out iiiore 
2 ENTI-fUSIASM FOR THE SUBJECT AND FOR TEACHfNG 
a) An interest in and an enthusiasm for the SUbject 
b) An appearance of enjoying teaching I=> 
3 KNOWLEDGE OF THE SUBJECT MATTER 
a) A good command Of the SLIýjeCt matter 
b) A thorouLfli knowledge, both basic and current, of the subject matter 
c) Knowled(, ), e beyond the text book 
d) Knowledge enhanced by research 
e) Keeps up to date with practice 
4 INTELLECTUAL EXPANSIVENESS 
a) Well informed about all related fields 
b) Respect for other subject arecas and indicates their relationship to his/her subject 
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5 PREPARATION AND ORGANISATION 
a) Well prepared and informed for classes 
b) Conscientious 
c) Hard worker 
d) Material presented is well organised 
e) Material is presented logically and sequentially 
6 CLARITY AND UNDERSTANDING 
a) Clear explanations are given Z) 
b) Abstract ideas and theories are abstracted clearly 
c) Good use is made of examples and illustrations to get difficult points across Z d) The material is effectively synthesised and surni-narised 
7 ELOCUTIONARY SKILLS 
a) Good vocal delivery 
b) Speaks confidently, distinctly, fluently and without hesitation 
c) The pace and tone of delivery is varied 
8 SENSITIVITY AND CONCERN OVER PROGRESS 
a) Skilled in observing student reaction 
b) Awareness when students fail to keep tip in class 
c) Material is pitched at an appropriate level for the class 
d) A personal interest is taken in the progress of the class C) 
e) A desire is shown that he/she wants Students to Succeed 
0 Students are expected to attend, prepare and work for classes 
g) Equal attention is giveii to all StUdents 
9 CLARITY OF OBJECTIVES AND REQUIREMENTS 
a) The purpose and policies of the COUrSe/SUbject are made clear to the students 
b) A clear idea is given of student requirements I=> 
c) Student responsibilities are clearly defined 
269 
10 USEFULNESS AND RELEVANCE OF MATERIAL 
a) The material is applied to real life or own experiences 
b) The material is made practical 
c) The material presented in classes is worthwhile and informative, and it does not 
duplicate the text books 
d) The material is appropriate for the course and the level 
II USEFULNESS OF THE TEACHING METHODS AND THE USE OF 
TEACHING AIDS 
a) Good use is made of teaching aids, such as hand-outs, overheads, audio-visual 
materials, and films 
b) Homework assignments and supplementary readings are helpful in understanding 
the course 
12 DIFFICULTY AND WORKLOAD 
a) Coverage of the right an-iOLint of material 
b) Reasonable level 
c) Neither too fast nor too slow a pace 
d) An appropriate arnount Of OLItside reading 
e) Reasonable and fair arnount of assignments and homework Z) 
13 EVALUATION OF STUDENTS 
a) Fair grading 
b) Definite standards and impartiality in grading 
c) Examinations that reflect the course material 
d) Clear test questions 
e) Comprehensive coverage of material In examinations I- 
14 CLASS ROOM MANAGEMENT 
a) Control of class diSCLISSIOIIS 
b) Maintenance of an atmosphere condLICIVe to learning- 
c) No iron hand rule 
d) Punctual for class and other appointments 
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15 FEED-BACK 
a) Satisfactory feed-back and graded material 
b) Helpful criticism of students' papei-s 
c) Students informed when they have done a (Yood job 
d) Prompt in returning tests and assignments 
16 QtJESTIONS AND DISCUSSIONS 
a) Openness to opinions of others 
b) Students free to ask questions and express opinions 
c) Stimulation of class discussions 
d) Encouragement to express differences of opinion and to evaluate each other's ideas I- C) 
e) Receptive to new ideas and the viewpoints 
17 ENCOURAGEMENT OF INDEPENDENT THOUGHT 
a) Students are challenged intellectually 0 b) Students are encouraged to think out answers for themselves and to follow up ideas 
c) An attempt is made to stimulate creativity and intellectual curiosity 
18 CONCERN AND RESPECT FOR STUDENTS 
a) Sincerity and honest), 
b) Friendly 
c) A genuine interest and concern for students 
d) Takes students seriously 
e) A good rapport established with the students 
0 Pleasing personality and appearance 
g) Gets on with students and colleagues alike 
19 AVAILABILITY AND HELPFUL, NESS 
a) Willincy to help students ha-viiig difficulty 
b) Willing to give attention to students 
c) Readily available for consultation 
d) Accessible to StUdents OLItside classes 
(Source- Based on Feldman, 1976) 
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APPENDIX 6.8 
CLASSIFICATION OF RESEARCH ACTIVITIES 
ORIGINAL INVESTIGATIONS 
a) Pure and applied 
2 SCHOLARSHIP 
a) Technical-ori ent -cited 
b) Literature-b a sect 
3 CONSULTANCY 
a) Substantive, high level, aticl non-routine 
b) Non-substantive, low level, c-mcl rmitiiie 
4 PRIVATE PRACTICE 
a) Substantive, high level, and non-routine 
b) Non-substantive, low level, and i-outine 
5 CLASS PREPARATION 
a) Regular and routine 
b) General up-dating (of a more limited nature than 2b) 
6 SHORT COURSE WORK 
a) Beyond normal teaching, duties 
(Source. Lecturers' interviews) 
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APPENDIX 6.9 
CLASSIFICATION OF THE DIRECT BENEFITS OF RESEARCH 
I MATERIAL USED IN CLASSES 
a) Provides additional material and examples 
b) The material presented IS more Up to date 
c) Exploration of wide areas and views 
2 KNOWLEDGE OF THE LECTURERS 
a) Better informed 
b) More balanced, enhanced, and wider point of view 
c) More up to date and aware of new work going on 
d) Enhanced skills, such as for use in project work 
e) Gives practical experience and ideas -for dissertation and 
project work 
3 CRITICAL PERSPECTIVE 
a) Helps lecturers to have their own ideas and to stimulate 
their thinking 
b) It brings a more critical and qLiestioning approach to their teaching 
c) It demonstrates an enquiringy mind ZD 
4 PERSONAL BENEFITS 
a) Maintains an interest 
b) Creates and rekindles an enthusiasm for teaching 
c) Gives lecturers authority and credibility 
d) Helps in career development 
e) Self-fulfillingy and mves a feeling of self-esteem 
Gives confidence 
g) Helps to be better or(. ),, anised 
h) Enhances presentation of Nvork 
(Source: Lecturers' interview) 
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APPENDIX 6.10 
EXAMPLE OF A STUDENT'S CONSTRUCTS AS ANALYSED BY COMPUTER 
6, Con5tructs: 10, Range: I to 5, Context: ACCOUNTING 
164352 
I 
USES OVERHEADS 
WELL STRUCTURED LECTURES 
HELPFUL TO STUDENTS 
LECTURES INTERESTING 
EASILY UNDERSTOOD 
AINS DIFFICULT POINTS WELL 
GOOD CONTENT 
COHESIVE LECTURES 
LAIDBACK ATTITUDE 
GOOD PELATICINS/STUDENTS 
5 
9 
3 
10 
4 
7 
1 
2 
8 
6 
2 Eric 2 
1 2 2t2 M! J WA 
1 2 
I-t, 
, 
2 2 
2 2 
5 
9 
3 
10 
4 
7 
1 
2 
8 
6 
...... ........ 
.... .......... ......... 
.... .......... .......... ......... 
.... 
............. 
......... 
.......... 
.......... 
.......... 
.......... 
.......... 
.... 
.......... 
100 90 80 70 60 
NO OVERHEADS (TALKING) ......................... 
NOT GOOD STRUCTURE .... ... ...... . .... 
NOT INTERESTED IN STUDENTS ......... 
LECTURES BORING .......................................... 
HARD TO UNDERSTAND ..................... : ........ 
DOES NOT EXPLýIN DIFFICULT POINTS 
BAD CONTENT ..... ............................................. 
UNCOORDINATED LECTURES .................... 
NOT RELAXED .................................................... 
DISTANCED FROM STUDENTS ................ 
POOR ACCOUNTING TEACHER ................... 
OFF-PUTTING ACCOUNTING TEACHER 
FAIRLY GOOD ACCOUNTING TEACHER 
HELPFUL ACCOUNTING TEACHER ............ 
EXPERT ACCOUNTING TEACHER ............ 
GOOD ACCOUNTING TEACHER .................. 
100 90 80 70 60 50 
iIII1 -1 
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APPENDIX 9.1 
EXAMPLE OF A COMPUTERISED GRlD: ASH UNIVERSITY 
)CUS: 
ements: 6, Constructs: 10, Range: 1 to 5. Context: ACCOUNTING 
SLIGHTLY CONFUSED 7 
1013 SAFE: NOT BOTHERED 8 
NOT BOTHERED 9 
HARD TO FIND 6 
HARD TO FOLLOW 5 
UNSTRUCTURED NOTES 4 
ASTRUCTURED LEARNING 1 
UNSTRUCTURED NOTES 2 
FORGET ABOUT SUBJECT 3 
KEEPS TO THEMSELVES 10 
........... 
............. 
.............................. ............... 3 FAIRLY GOOD ACCOUNTING TEACHER 
............... 5 OFF-PUTTING ACCOUNTING TEACHEý 
............... 2 POOR ACCOUNTING TEACHER ................ 
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6 EXPERT ACCOUNTING TEACHER ........... 
............... 4 HELPFUL ACCOUNTING TEACHER 
................... 1 C, TFA(HFP ................ 'Off) A(-(ni INTING 
100 90 80 70 60 
IIfII I k3UW tAl'tKltMt/FNUWLtUbt ý .......... 
8 ENCOURAGES EXTRA LEARNING ........... 
9 STUDENTS DO WELL/PASS EXAMS 
6 ALWAYS AVAILABLE FOR HELP ............ 
5 GIVES HELP: ANSWERS QUESTIONS 
4 STRUCTURED NOTES ................................... 
I STRUCTURED EXAMPLES ......................... 
2 CURRENT EXAMPLES .................................. 
3 FIND OUT MORE .............................................. 
10 KNOWS STUDENTS/MIXES/FRIEND 
100 90 80 70 60 50 
11111 --1 
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APPENDIX 10.1 
EXAMPLE OF A CONIPUTERISED GRID: CEDAR UNIVERSITY 
9, constructs: 11, Range: I to !ý Context: AC'COUNTING 
IMPROVISATION 1 
KTS FýELATE OUTSIDE D(PERIENCE 9 
LECT RELATE REAL LIFE 8 
INVOLVES CLASS/DISCUSSION 5 
LIKES A LAUGH 4 
ASKS QUESTIONS 11 
RESEARCH INTERESTS 10 
EARNED RESPECT/STUDENTS 2 
APPROACHABLE 3 
EQUAL ATTENTION/STLIDENTS 7 
WILLING TO LISTEN 6 
39 6714825 
.... ......... 
22 
22 
2E 4 
12 4-ý` "3, 
122 
3967 
100 90 80 70 60 
1 RIGID/PLANDED LECT STRUCTURE.... 
9 ACADEMIC ........................... .............. - 
8 INTERESTED THEORY ...................... .... 
5 LECTURES ONLY ......................................... 
4 SERIOUS APPROACH ............................... 
11 LECTURES ONLY ......................................... 
10 LECT ONLY/CONSULTANCY ............... ... 
2 EARNED RIDICULE ................................... .. 
3 NOT APPROACHABLE ............................ 
7 FAVOURS STUDENTS ................................ 
6 MAKE FOOL STUDENTS .................. ... - 
4825 
5 OFF-PUTTING ACCOUNTING TEACHE 
.............. 2 POOR ACCOUNTING TEACHER ................ 
.................... 8 POOR OTHER SUBJECT TEACHER ..... .. 
............................... 4 HELPFUL ACCOUNTING TEACHER ......... 
.................................. I GOOD ACCOUNTING TEACHER ................ 
........................................ 7 GOOD OTHER SUBJECT TEACHER ......... 
...................................... 6 EXPERT ACCOUNTING TEACHER ......... 
..................................... 9 HELPFUL OTHER SUBJECT TEACHER- 
............................ ............ 3 FARLY GOOD ACCOUNTING TEACHER 
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I--x., t APPENDIX 11.1 
STUDENTS'QUESTIONNAIRE AS USED BY THE ACCOUNTING 
DEPARTMENT AT ELM UNIVERSITY 
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APPENDIX 11.2 
EXAývTLE OF A COMPUTERISED GRID-. ELM UNIVERSITY 
S: 
ts 9, Constructs: 14, Range: I to S, Context: ACCOUNTING 
825637 
NO ENTHUSIASNI/NEGATIVITY 3 
STUDENT UNSURE/REQUIRED 8 
UNORGANIZED 6 
WAFFLE/'NOT RELATED 1 
ýTIATES ANSWERS/N DISCUSS 7 
NO E\ADENCE/KNOWLEDGE 2 
LACK OF CONFIDENCE 4 
)ENTS UNWELCOME INTRUSlON 14 
UNPREPARED 12 
MAKES MISTAKES 13 
)OR HWRITiNG/PRESENTATION 9 
CW N TAUGHT/UNFAR 5 
NOHANDOUTS 10 
UNTIDY APPREARANCE 11 
3 
ý -, 1 
825637419 
3 ENTHUSIASM/ ACTIVE--- 
8 STATES/CLEAR OBJECTIVES 
6 ORGANIZED ................. . ........... .... 
I CONCISE/COMPACT ........................ . 
7 CHALLENGING IN TUTS ........................ 
2 KNOWLEDGE OF SUBJ . ....................... 
4 CONFIDENCE/ABILITY/QUS- ............ 
14 STUDENTSIMPORTANT ..................... 
12 WELL PREPARED .... ...... . ..... .............. 
13 MAKES FEW MISTAKES .... ................ 
9 GOOD H/WRITING/PRINTED OH'S 
S CW REFLECT WORK TAUGHT .......... . 
10 HANOUTS ......... ...................................... 
II SMART DRESS ..... .... --... ..... .... 
100 90 80 70 60 50 
9 HELPFUL OTHER SUBJECT TEACHER - 
I GOOD ACCOUNTING TEACHER 
4 HELPFUL ACCOUNTING TEACHER ... 
7 GOOD OTHER SUBJECT TEACHER . ..... 
3 FARLY GOOD ACCOUNTING TEACHER 
6 EXPERT ACCOUNTING TEACHER ... ... - 
r. -TING ACCOUNTING TEACHER OFF-PUT 
2 POOR ACCOUNTING TEACHER . ... ...... . 
8 POOR OTHER SUBJECT TEACHER ....! 
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100 90 80 70 60 
1111i 
APPENDIX 12.1 
EXAMPLE OF A COMPUTERISED GRID: OAK UNIVERSITY 
is: 9, Con5tructs: 10, Range: 1 to 5, Context: ACCOUNTING 
ENJOY TEACH/INT LECT 6 
0UNDERSTANDS WORK 5 
RELEVANT INFO 2 
PERSONAL TOUCH 4 
KNOWLEDGE/PACE/AIDS 9 
ORGANIZED LECTURES 3 
VENT/SPEAK OUT 8 
PERSONAL INTEREST I 
APPPOACHABLE 10 
GOOD HUMOUR 7 
-, 8 
A:, A 
-7il 
671 
b PUUR 01 HER bUbJEC I [LACHER ..... 
5 OFF-PUTTING ACCOUNTING TEACHER 
....................... 9 HELPFUL OTHER SUBJECT TEACHER 
............................ 3 FAIRLY GOOD ACCOUNTING TEACHER 
. ....................................... 2 POOR ACCOUNTING TEACHER ... .... .. 
.......... ............ ................. 4 HELPFUL ACCOUNTING TEACHER. 
............................................... I GOOD ACCOUNTING TEACHER 
...................... ............................ 7 GOOD OTHER SUBJECT TEACHER ... 
............................................. 6 EXPERT ACCOUNTING TEACHER ........ 
1010 910 80 
6 NO PASSION SUBJ/MONO TONE ..... 
5 NOT KNOW WHAT TEACH ..... ........ . ... 
2 TALKS ON/CONFUSION 
4 LECTURES FROM NOTES .......... 
9 ACTS LIKE STUDENTS/UNSURE 
3 NO PERSONAL TOUCHES . ....... .............. 
8 BRUSH OFF GRIEVANCES . ... .............. 
1 LECT REASONABLE PACE .... ..... ... ..... 
10 UNAPPROACHABLE ...... ............. .... ..... -- 
7 OVERELABORATES/STRAIGHT ... .... 
23958 100 90 80 70 
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APPENDIX 13.1 
EXAMPLE OF A COMPUTERISED GRID: PINE UNIVERSITY 
9, Con5tructs: 16, Range: I to 5, Context: ACCOUNTING 
CARING 
TREATS AS EQUAL 
I,, E5 LEARN INTERESTING 
ENJOY CLASS 
INTERESTED/SUBJECT 
ýLAXED TEACHING STYLE 
OPP ASK QUESTIONS 
KNO',, 6/LEDGEABLF 
APPROACHABLE 
HELPFUL/ PROBLEMS 
'TED IN YOU INTERES 
EASY TO UNDERSTAND 
CONTROL CLASS 
IFF TEACHING NETHODS 
INTERACTION S-T 
ICONSTPUCTIVE MARKING 
10 
16 
2 
15 
5 
13 
1 
14 
12 
469371258 
1 2 3 3 3 2 3 
L L L 
"? 
.... J 
"" 
. 'J 
- - 
-1 .' 
2 1 2 3 3. 3 -4. 
2 1 2 2 3 "3" 4 _4 
2 2 2 1 3. 2 A. 3 
2 2 2 1 2 3 3 .4 3 
2 1 1 1 2 31 3 3 3 
2 2 2 1 2 2 31 :3 2 
1 2 . 1 2 2 31 :3 
1 2 2 2 2 2 2 13 4 
1 1 2 2 2 2 3. .3 
1 1 2 3 3 3 3 2 3 
3 2 2 1 '4 3 3 
2 2 3 1 T. 4 3 3 3 21 
4 
10 
4 
5 
16 
2 
is 
3 
8 
7 
9 
13 
1 
14 
12 
100 90 80 70 
NOT CARING 
CAN 13E SUPERIOR 
NO INTEREST AT ALL 
HATE CLASS 
N INTEREST SUBJECT 
NEPWOUS TEACHING STYLE ... 
NOT ASK QUESTIONS 
LACK OF KNOWLEDGE 
NOT APPROACHABLE/ DISTANT 
N INTEREST HELPING 
N INTERESTED YOU 
NOT EASY UNDERSTAND 
LACK OF CONTROL .......... ....... . ... ... ....... 
JUST STANDS/TEACHES 
N INTERACTION . ........... ..... 
ESSAY N COMMENTS 
100 90 80 
8 POOR OTHER SUBJECT TEACHER 
5 OFF-PUTTING ACCOUNTING TEACHER 
2 POOP ACCOUNTING TEACHER 
1 GOOD ACCOUNTING TEACHER 
7 GOOD OTHER SUBJECT TEACHER 
3a FAIRLY GOOD ACCOUNTING TEACHEP 
9 HELPFUL OTHER /UBJECT TEACHER 
6 EXPERT ACCOUNTING TEACHER 
4 HELPFUL ACCOUNTING TIEACHEP 
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